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Abstract
	This portfolio demonstrates my understanding and capacity of becoming a qualified teacher for English Language Learners. Using the theoretical knowledge I have learned studying in the English Language Learners program, I reflect back to my course works and teaching experiences, and further develop a clearer vision of my future classroom. 
	 This Portfolio consists of three sections: (1) philosophy of teaching, (2) TESOL standards for ESL/EFL teachers and (3) reflections for future teaching. In the first section, I unfold my view of building a supportive classroom under the framework of Vygotsky’s sociocultural theory. In the second section, I demonstrate my proficiency in all eight domains the TESOL standards, which are planning, instructing, assessing, identity and context, language proficiency, learning, content, and commitment and professionalism. For each domain, I use one or two artifacts that I created for course work as evidence. In the last part, I envision my future classroom in China, which is a completely different context. I also address possible challenges I might be facing, as well as how to meet them. Lastly, I share final thoughts about becoming a responsible teacher in the future. 
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Philosophy of Teaching

	Coming from China where education is still very traditionally focusing on scores, I used to consider students' academic success as the top, and probably the only priority of teaching. However, my experience studying here greatly reshaped my belief of elements that constitute great teaching. As a prospective language teacher who might be facing culturally and linguistically diverse (CLD) students in the future classroom, I realized that it takes far more than just give lectures in classroom and assess performance with standardized tests.
	First of all, as Dr. Jiménez argued in class, theories are the light house in the darkness of teaching (personal communication, October 7, 2015). In my opinion, one of the most fundamental qualities for a successful teacher is to possess sufficient knowledge on theories that can guide teaching practices. Having an insight how students' cognitive development happens helps teacher determine what instructions would facilitate student learning the most (Richardson, 1998). In addition, moving further down this path, teachers who work with English Language Learners have to be proficient in not only the content area (if not in a language classroom), but also in promoting second language acquisition (SLA). This then, requires profound understanding and application of SLA theories and hypotheses reflected in the classroom.
	Secondly, under the guidance of theories, teachers need to build a supportive classroom where each student's learning is nurtured through various pedagogies (Windschitl, 1999). By "supportive", I refer to two main aspects. The first one is that the classroom shows caring for each individuals. Working with CLD students, huge differences would be constantly observed in terms of learning styles, language proficiency and etc. (Gay, 2010). The individualities are to be respected and utilized in the instructions, instead of ignored. Another thing is that both the teacher and students should engage in promoting learning (Windschitl, 1999). Through carefully designed curriculum, teacher would not be the only one dispensing knowledge in a supportive classroom; students can also play the active role of facilitator in each other's learning development. 
General Theoretical Belief
	In my experiences of teaching English and Chinese to students with different ages, backgrounds and learning goals, one thing that I have always believed is that language is a tool of communicating with the outside world. As someone who experienced the grammar translation method of teaching in China, I have seen many students being not able to even engage in daily conversation after learning English at school for 10 years. Therefore, I believe as a future language teacher, my theoretical guidance, as well as my classroom practices, should serve the purpose of promoting students' ability of communicating for various contexts and purposes. 
	Among all the major learning theories, the Vygotskian sociocultural theory serves as the overarching theoretical guidance of my teaching philosophy. The sociocultural view of learning believes that social interaction plays a fundamental role in the development of cognitive ability. People learn through interactions, and their learning reflects on cultural values (Vygotsky, 1986). To extend this point of view to the language acquisition field, language is a social tool that has been developed in order to serve social actions (Wells, 1994). Second language learning is most likely to occur when the language is utilized for communicative purposes, and in turn, these contexts deepens learners' understanding of language. Connecting to teaching practices, communications should also be present in both class objectives and student tasks. 
	Another aspect of Vygotsky's theory is the zone of proximal development. This "zone", as defined by Vygotsky (1978), is "the distance between the actual developmental level as determined by independent problem solving and the level of potential development as determined through problem solving under adult guidance, or in collaboration with more capable peers" (p. 86). To put this in other words that are more concrete, there is a gap between what learners can achieve by themselves and what they can achieve with helps. Therefore, the mission for a teacher is to assign tasks that are challenging to promote higher order thinking, and then offers necessary assistance and helps students develop the ability to independently complete the tasks. The sociocultural school of thinking believes that this is the role of education: providing students experiences within their zone of proximal development, thereby ultimately encouraging and advancing their individual learning (Berk & Winsler, 1995). As far as I'm concerned, I find the concept of zone of proximal development very convincing and inspiring. 
	In the next section, I will elaborate on some teaching practices that are reflective to my understanding of the sociocultural theory, as well as my hope of establishing a supportive classroom. Examples of how these practices would look like in my classroom will also be provided.
Supportive Classroom Overview
	In this part, general teaching concepts that I believe are conducive to building a more supportive classroom will be discussed.
	Lower the affective filter. While being an advocator for Stephen Krashen's SLA theory, his Affective Filter hypothesis is what I believe exceedingly relevant to building my ideal classroom. According to Krashen (1982), there are a number of affective variables related to student success, including factors such as anxiety, confidence and motivation. If these attitudinal factors are activated in a negative way, student can become less open to input which would not strike as deep (Stevick, 1976). Therefore, I believe students learn better in a friendly and pleasant classroom environment where they affective filter level is lowered. This goal can be achieved through many ways. For example, I would always use authentic texts from various resource channels such as the Internet to avoid boredom, so students can be more motivated in learning. Also, different opportunities for language producing in both small groups and whole class would be provided; no students shall be put on the spot and feel awkward. 
	Scaffolding and Gradual Release of Responsibility. Associated with Vygotsky's Zone of Proximal Development (ZPD) theory, the assistance teachers offer for higher level achievement is called scaffolding (Echevarria, Vogt & Short, 2004). Applying this concept to classroom practice, Pearson and Gallagher (1983) proposed the “gradual release of responsibility” model, which emphasizes the idea of recursive teaching and gradually lead the students to become independent learners. Through employing this model, teachers can avoid the possibility of overwhelming students with challenging tasks. Also, instructions would be more accessible and differentiated with adequate guidance from the teacher, supporting students of all level. In my teaching practice, I would apply this model on both the macro and micro level. For a whole class, I would integrate activities that requires more and more student production and responsibility, in order to push them toward to the independently achieved objectives. In terms of just one task or activity, I would first explicitly model, then students and I can practice together. After successfully practicing with peers with minimum supervision, the students should be able to apply and internalize the knowledge taught. 
	Backward Design. No matter what kind of materials or instructions used, the final purpose is always to assist students to achieving the learning goals. Moreover, since making the classroom supportive is of great importance to me, it makes even more sense to first determine what are the objectives I am supporting the students to reach. For this reason, I would always follow "backward design" approach (Wiggins & McTighe, 2005). After setting goals for what I want the students to be able to do after class, I would then create accountable tasks and formative assessments accordingly. Not only that in this way, I get a clearer insight of which of the things can be more helpful, it would also be beneficial for improving student engagement through meaningful classroom activities that are targeting the objectives. 
Supportive as Understanding Each Student
	Culturally Responsive Teaching. According to Herrera, Escamilla, & Perez (2010), the more insight educators have into student historical background, the better equipped they are to apply it to enhance instructional practices. As we identify certain group of students as CLD, their background can usually be divided into two categories: cultural and linguistic. I think linguistic background clearly refers to their proficiency with L1, whereas cultural background can include more aspects, such as social value, home environment and personal experience. Knowing who your students are has everything to do with being supportive to each one of them. For example, if a student is from China where she was mostly exposed to a lecturing teaching style, the teacher should be able to interpret her silence in class as being passive. Therefore, in my teaching practice, I should always engage in culturally responsive teaching, which requires recognition of the importance of including students' cultural references in all aspects of learning (Ladson-Billings, 1994). One great way to start a semester would be investigating student background, through forms such as home visits and questionnaires. Then when designing the curriculum, I would also bear students' learning goals, styles and prior knowledge in mind. Tasks and materials that connect to students' cultural knowledge, personal experience and first language will be integrated in the classroom. In addition, by developing "funds of knowledge" projects, families and communities would all get involving in supporting student learning. All in all, student background should be valued and utilized as a great resource for instruction (Gay, 2010). As their identity being respected, students shall have better comprehension of the content, as well as more motivation toward learning. 
	 Utilization of First Languages.  Adding on to the above argument, one element of student background that teachers can build on greatly is their first language. Baker & Trofimovich (2005) states that according to the Interaction Hypothesis, a person's L1 and L2 have deep mutual effect on each other. If seen as a strength, students' linguistic knowledge in their L1 can be purposefully incorporated in lessons to facilitate their second language acquisition. Cummins (1984) proposed the idea of "common underlying proficiency". According to him, the cognitive proficiencies students have, such as reading strategies, abstract thinking and subject knowledge are common across their L1 and L2. If given the opportunities and guided appropriately, these skills from L1 can be transferred to L2, and consequentially support their L2 proficiency. As for my own teaching, I would encourage student to use their L1 in the classroom, and also design activities such as translating in order to bridge between L1 and L2. "Community literacy" serves as a great resource too; materials and texts collected from the community where students' L1 is spoken can be used in various classroom tasks. Engaging in discussions about English content in their first language, students would not only improve in their processing and comprehension in English (Nassaji & Fotos, 2011), but also in their metalinguistic awareness. 
Supportive as Being a Whole
	Task based Language Teaching. Students learn language hoping to better engage in interactions. Furthermore, I believe they learn through interactions. Only in a classroom where both teacher, students and contents are mutually supportive to one another, the learning outcome would be maximized. Because of this belief, one main approach that I will use in my future classroom is Task-based Language Teaching.
	Task Based Language Teaching (TBLT) can be considered as a brand of Communicative Language Teaching. Certain principles and practices are usually noticeable in a classroom where TBLT is employed, including ones that I have mentioned in the previous sections such as need-based content selection, and respecting student experience (Nunan, 2006). However, there are mainly two points that I want to elaborate on here.
	The first one would be learning through interactive tasks in the target language. In TBLT, Student are asked to complete meaningful tasks in doing which they need to communicate (Larsen-Freeman & Anderson, 2013). I would make sure that students participate in various opportunities for group works in my classroom. For example, students might have to stand up and talk about their favorite food with five different partners. In discussing and negotiating meaning with peers, each student must be very active in fulfilling his/her role, which lead to a higher level of whole class engagement. In addition, students get to keep revisiting the target knowledge, and doing so prepares them for future application. This kind of student-student interactions also establish a safer environment where everyone can do their own contribution. 
	Another important principle of TBLT is its authenticity. The classroom tasks should be carefully chosen in order to give students a taste of possible real world tasks (Larsen-Freeman & Anderson, 2013). They would not be just practicing language; they would be doing it for authentic communicative purposes. What’s more, I will try to incorporate more authentic texts collected from all kinds of channels like books, online articles, video clips. Admittedly, teacher might encounter difficulty with using entirely authentic texts with lower proficiency students. To ensure comprehensible input (Krashen, 1982), techniques such as embedded reading could incorporated. Students look at the same poem or article in scaffolded levels a few times before they use the authentic version, which helps greatly with comprehension. Last but not least, student performance should be evaluated with authentic assessments. Teachers can use observational protocols, or have students complete meaningful tasks in order to assess their learning progress. More detailed information on each student's performance would be collected; also teachers could adjust and improve instructions according to the assessment results (Herrera, Cabral, & Murry, 2012). 

Conclusion
	Guided by the sociocultural theory, I have a strong belief on the importance of 
building a supportive classroom for students. As a future teacher, I would both address the aspect of individual and mutual support in my classroom, through approaches such as backward design, culturally responsive teaching and task based language teaching. 
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[bookmark: _Toc476153890]TESOL Standards for ESL/EFL Teachers
	In this section, I will be presenting artifacts from my program of studies to demonstrate my understanding in each of the eight domains of the TESOL standards, including planning, instructing, assessing, identity and context, language proficiency, learning, content, and commitment and professionalism. For each domain, I will first discuss my interpretation of the standard and introduce the related artifact. And then I will explain in detail that how this artifact proves my competency in this domain, by focusing respectively on four aspects: learners and learning, learning context, curriculum, and assessment. 
[bookmark: _Toc476153891]Domain 1: Planning

	Standard 1: Teachers plan instruction to promote learning and meet learner goals, and modify plans to assure learner engagement and achievement. 
	Just like blueprint to Architecture, lesson planning is something that is so critical for both teacher's teaching and students' learning. According to Richard (1998), "the success with which a teacher conducts a lesson is often thought to depend on the effectiveness with which the lesson is planned" (p. 103). For an effective ELL teacher, the first step would be to identify what objectives he/she wants the students to achieve through the class. Then he/she should think about specific classroom activities that would help achieve these objectives. After picturing out all details of content, valid assessments at the end of a class/unit should be incorporated in order to determine whether the learning goals have been achieved, as well as how the instructions should be adjusted accordingly. 
	For this domain, I am presenting my 3 Genre Lesson Plan (see Artifact A). In this lesson plan, I integrated traditional printed text, videos as well as online news article as the three genres, to teach a reading lesson of "the House on Mango Street and Hispanic Immigrants". 
	Learners and learning. This particular artifact is designed for a 9th grade classroom where a lot of students are immigrants or Hispanic Americans. First of all, when planning for the class, I was thinking about who my learners are and where their interest lies. When I was working on this lesson, the Presidential Election was in process and immigration became the one topic that was brought up constantly, especially for these particular students. This was why I chose the particular book about the life of this little girl new to the States, who shares the same identity with many of the learners: Hispanic immigrant. The materials connecting the book and the historical perspective of immigration flow were also specifically chosen to fit learner's interest and boost learning motivation.  In addition, I incorporated new media such as Youtube videos, and also the Internet as an important tool. For example, in my lesson plan, there is one activity called "Kahoot! Competition" (see Artifact A), during which students are asked to participate in an online quiz about author information that I created on a Kahoot! website. I believe this form of interaction is very engaging for teenage learners for they are very familiar with technologies. 
	Learning Context. By choosing topics that bring in my students' background and concerns in my lesson plan, I tried to create a more multicultural learning environment. Through the group discussion about how author's background connects her to the book, students were able to think from different perspectives, whether as a Hispanic immigrant or not, and also share their ideas to peers. In addition, I planned activities such as group "poster making" and "jigsaw" where students worked together toward presenting their group poster or making their points in front of the rest of their classmates. These all provided opportunities for a supportive and cooperative learning context among students.  Last but not least, I was not only thinking about what tasks work best with my given classroom, group of student, but also what resources in the school context I could use. My usage of internet access at school show proof of my consideration for the broader school context. 
	Curriculum. Guided by my belief in "backward design" for which planning begins with determining desired learning results (McTighe & Thomas,2003), designing objectives always comes before activities when I'm planning for lesson. There are clear connections between activities, objectives and the Common Core Standards since this is for a 9th grade classroom. For instance, in the "Group Discussion + Gallery Walk" activity, students were given opportunities to share their ideas based on what they have learnt and collected from various resources, and then comment on their peers' sticky notes. All four of the learning objectives designed were practiced in this one activity, in the meantime standards like CCSS.ELA-Literacy.RI.9.1, CCSS.ELA-Literacy.W.9.2 and CCSS.ELA-Literacy.W.9.6 were connected as well (see Artifact A). This part of my lesson serves as one example, which shows that alliance with curriculum is of great importance in my lesson planning. 
[bookmark: _Toc476150574][bookmark: _Toc476150975]	Assessment. In order to guarantee learning monitoring and instruction improvement, formative assessments were quite noticeable in this lesson plan. The most basic way to assess understanding is time for questions. Another thing that I did was circulation during tasks. By doing this, I observed student performance and answered questions. Moreover, students were encouraged to present about their group posters, as well as their discussion results. Last but not least, every student was given an exit ticket asking about their take-aways and suggestions. Through all the assessing opportunities mentioned above, I gained a better insight on how students were doing on achieving objectives, and even more, how to adjust future instructions accordingly. 
[bookmark: _Toc476150575][bookmark: _Toc476153892]Domain 2: Instructing
[bookmark: _Toc476150576][bookmark: _Toc476150977][bookmark: _Toc476153893]	Standard 2: Teachers create supportive environments that engage all learners in purposeful learning and promote classroom interactions. 
	Teachers are responsible for facilitating the learning of every student, and working toward this goal is even more critical for teachers who have a culturally and linguistically diverse student population in the classroom. As someone who is very likely to work with CLD students after graduation, I believe that within a supportive learning environment where they could lower their affective filter, students would be better engaged, as well as benefiting more from instructions and other forms of input (Krashen, 1982). Furthermore, language classroom tasks need to have authentic purposes and promote not only student-teacher interactions, but also student-student interactions. 
	Based on my understanding of this domain, I am presenting a Teaching Snippet Analysis (see Artifact B). In this artifact, there are two video clips of my teaching in classroom analyzed. This general English classroom was for adult learners who are enrolled in the English Language Center of Vanderbilt University.
	Learners and Learning. In this particular classroom, I had 12 adult students who are from 8 different countries, and there was a huge difference between their English proficiency level. Having such a diverse group, I was very concerned about how to fully accept, and even bring in their differences to the classroom as a learning resource (Gay, 2010). Firstly, individual personalities mattered in the classroom. Considering there were students who are rather shy, I incorporated one pair-up activity and one group discussion to make the learning process more active especially for those students. In addition, I built on student background to promote comprehension of classroom instructions. In two of the three classroom activities, such as "Photo Talk" about their family pictures, students had to complete the tasks based on their own prior experiences. Their backgrounds were valued and utilized in classroom instructions, which lead to higher level of engagement and motivation. Through their interactions in the classroom, I also had the chance to elicit their prior knowledge and adjust instructions accordingly to better facilitate their learning process.
	Learning Context. For this group of CLD students, I wanted to establish an interactive and supportive learning environment where my instructions are more accessible for every student. As mentioned in the artifact, after a mini lesson on the target grammatical structures, students were assigned to participate in group tasks. They learned together greatly through discussion, and I circulated during tasks as well interacting in conversations and offering necessary supports. Moreover, to create a friendlier and more comfortable context for all level learners, I deliberately allocated students within various levels of proficiency into each group. By doing this, struggling students weren't left behind; instead, they were able to benefit even more from peer collaboration in group works.
	Curriculum. Guided by the textbook assigned by the English Language Center and the set main focus of communicative skills of this class, I carefully picked out my teaching topic, "family life", as well as the grammatical structures of "would" and "used to" from the textbook. My learning objectives also closely aligned with the given curriculum content and requirements. In terms of my own curriculum, scaffolding of classroom activities was very important for comprehensible input. In the artifact, it was stated that the class started with presentation to clarify target concepts. Then the following activities were in the order of complexity, from matching sentences into sets to including target structures in describing events. For each activity, I always went through explicit task instructions and modeling process, making sure that everything is challenging yet understandable. This kind of curriculum gradually released responsibility to students, and provided assistance needed for them to accomplish the learning goals planned in advance.	
	Assessment. My lesson only served as a part of the unit of "family", therefore I only had opportunities for some informal formative assessments. In this lesson, I circulated during student discussion and individual tasks. By doing this, I was able to check on their comprehension progress on target grammatical structures, and also adjust my teaching pace accordingly. I also could get feedbacks and questions about my instruction. Then students got to present they discussion result in the whole class. This provided another opportunity for observational protocols, examining whether the learning objectives were being achieved. 
[bookmark: _Toc476153894]Domain 3: Assessing
	Standard 3: 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. 
	As an ELL teacher, it is very important to be able to gain a better insight on students' learning using effective forms of assessments, such as standardized assessment and authentic assessment. From my perspective, although sometimes overlooked, authentic assessments play a huge role in classroom teaching and learning. Integrating well designed authentic assessments in everyday teaching, teachers would greatly benefit from the washback (Brown & Abeywickrama, 2010). Not only that they get to be better aware of students' learning performance, both the weaknesses and strengths; according to objective analysis of assessment results, teachers could achieve the ultimate goal of assessing: informing and improving future instructions (Herrera, Cabral, & Murry, 2012). 
	I am presenting a Case Analysis Project of an ELL Student for this domain of assessing (see Artifact C). In this artifact, I first introduced my participant and the assessments administrated. Then the test results and student's English language ability were analyzed. For the final part, I designed a future instructional and assessment plan for this particular learner. 
	 Learners and learning. Although placed in a general English class, my participant's overall learning goal was to improve her communicative skills. Taking her interest and objective into account, the two assessments chosen mainly focused on oral language ability, with rather limited attention given to reading and writing. With a thorough analysis on communicative skills, I could come up with an instructional plan that would better help her achieve her learning goal. Also, in the instructional and assessment plan part, I talked about how her educational background contributed to the fact that she was more advanced in reading and writing skills, and why I would still recommend keep learning on communicative skills based on her personality and vocational requirement. This shows that my recommendations could clearly link back to not only the participant's proficiency, but also her identity and need as an ELL.
	Learning Context. The prior learning environment of my participant was very critical in my analysis of her English language proficiency (see Artifact C). CH (my participant) grew up in a non-English speaking family. The English education she experienced was mostly conducted in Japanese, and later in her working place English was not required for communication. All these environmental factors mentioned contributed to her limited English language proficiency, especially for the expressive skills. Then again, I would tailor a comfortable and socially constructed environment in my future instructional plan for CH. Activities that she enjoys like watching American TV series could be introduced in the future as a resource of authentic input for vocabularies and expressional structures. In addition, engaging in small group activities would provide the opportunity of interacting with proficient English speakers and move beyond her zone of proximal development (Vygotsky, 1978).
	Curriculum. In terms of this part, there are two aspects of this artifact that can illustrate my consideration of curriculum. The first aspect would be my choice of assessments. Student Oral Language Observation Matrix (SOLOM) is the exact observational protocol the English Language Center has been using for student placement. In the case of Woodcock-Muñoz Language Survey, its assessing focus matches the overall learning priority of my placement classroom, which was communicative skills. Moreover, there is one particular part of this analysis that connects to state and federal requirements. In this section, I stated in detail how our classroom tasks and assessment conducted reflects on regulations such as the ESL descriptors identified by National Reporting System for Adult Education. 
	Assessment. This project is all about interpreting students' language ability based on the results of appropriate assessments, and then propose a future instructional and assessing plan to better facilitate student learning. In order to gain a deeper understanding of my student's current English ability, I carefully looked into her background and stated all 
possible influencing factors. Instead of moving right on to administration, I discussed the reliability and validity of the assessments, and then reported student performance in different content areas and the overall result of proficiency level. Building on my previous analysis, I tried my best on providing recommendations. Working on this analysis project, it became clear for me that knowing your students through various assessing opportunities is beyond critical for successful teaching. Only by doing this the teacher would be able to keep classroom instruction accessible, meaningful and purposeful. 
[bookmark: _Toc476153895]Domain 4: Identity and Context
	Standard 4: 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. 
	Each student is different, and acknowledging this difference is of great importance. This is even more true for ELL teachers for their students can be culturally and linguistically diverse. To help improve students' proficiency, teachers definitely need to take a look at the sociocultural, cognitive, academic and linguistic aspects of the CLD student biography which greatly shapes how and what students learn (Herrera, Perez, & Escamilla, 2014). If valued and utilized properly, students' background can serve as a great resource in promoting engagement as well as differentiating instruction. However, if devalued, it can become great barriers for student learning (Risko & Walker-Dahlhouse, 2012). 
	For this domain, I'm presenting a series of Community Literacy Paper (see Artifact D). These papers are based on field trips I went on at an immigrant community in Nashville area, during which much information and materials regarding community literacy and student learning were collected. In the following paragraphs, I would be referring to different papers when trying to demonstrate competency.  
	Learners and Learning. Targeting the students from this particular local community, I carefully investigated their linguistic background. As written in the Experience Paper, most of the population in the area are from various countries. For this reason, I envisioned a huge cultural and linguistic diversity within the learners in my classroom, which requires extra caution when integrating community literacy to enrich their learning experience. Trying to bring in all learners' native languages, students would be given the opportunities to translate between English and their first language. This very much relates to their life experiences for many of them practiced English through translating for families. Like Cummins (1984) stated in his propose of "common underlying proficiency", bridging between students' L1 and L2, the cognitive proficiencies students have in their L1 could be transferred into the English language. In addition to this, I also recommended family visits and parental engagement in classroom activities to better understand who the students are. I believe that caring from the teacher can be very action-provoking for both the students and the parents in the learning process (Gay, 2010). 
	Learning Context. In terms of learning context, valuing student background and identity is one of the prerequisites for building a supportive one. My evidence for this part, again, is from the Experience Paper. For instance, having CLD students do their own translation is more engaging than just explaining English materials. The usage of first language also shows a sense of respect to student linguistic background, creating a friendly atmosphere. Going on with this point, I also tried to include parent and community assistance for student learning. In the "presentation of traditional food" activity, students were asked to gather information in their own community, create recipes with help from parents, and then present to the whole class. Cooperation with families and communities brings in "funds of knowledge", and creates a more integrated and supportive learning environment for students, bridging the gap between school and student life outside the classroom. The fact that I recommended teachers to pay home and community visits shows my acknowledgement of the importance of student background.  
	Curriculum. When thinking about how the state and federal policies can influence the education of ELLs, I talked about some that I think have a bigger impact on schools in my Explore Paper. Then I specifically reflected on the Plyler v. Doe case and No Child Left Behind Act, and how ELL's position in classroom and further education are being shaped by these laws and policies. Looking from a micro perspective, curriculum in classroom should also acknowledge ELL's identity. As mentioned before, my Experience Paper elaborated on how I would use student background and their family as resources. In addition, based on the field trip we went on to a teaching site of ESL to Go program, the Observation paper listed some of my suggestions and reflections. For example, I noticed that their curriculum was designed for real life situations, which showed concerns of student learning goals. However, the curriculum did not differentiate much for students coming from various backgrounds. I also argued that targeting refugee students, learning process can be heavily influenced by their previous life experience. Therefore, utilizing student background in such a classroom would help build student confidence and promote engagement.  
	Assessment. Assessment is one aspect of teaching that definitely need consideration of learner identity and administrating context. I often suggested group activities in classrooms, which would provide the opportunity of observing and assessing student learning progress. In addition, I shared a deeper insight on how the assessment requirement of No Child Left Behind Act affect ELL students. Because each student has to take standardized test in English, many school are shifting from bilingual to English-only policy because of NCLB's emphasize of English language (Ramsey, 2015). Without maintaining their native language, ELL students lose a very important approach to keep their cultural identity. Furthermore, the one-year exemption for standardized test is by no means sufficient for every ELL to obtain certain level of proficiency (de Jong, 2011). Being rushed by inappropriate assessment practice, students might easily feel frustrated and lose interest, which directly contributes to negative academic outcomes.
[bookmark: _Toc476153896]Domain 5: Language Proficiency
	Standard 5: Teachers demonstrate proficiency in social, business/workplace and academic English. Proficiency in speaking, listening, reading and writing means that a teacher is functionally equivalent to a native speaker with some higher education. 
	In order to be able to effectively deliver message and facilitate student learning, it is crucial that a teacher develops a high level of language proficiency. In the following paragraphs, I would briefly describe and illustrate how my English language proficiency is sufficient for becoming an ELL teacher. 
	First of all, listening has always been the part that I can do with ease throughout my English study.  Ever since I was a little kid, my mom would play the tapes of my English textbooks, so I could listen to the dialogues and practice. This has truly benefited me a lot for getting more familiar and comfortable with the language. After I entered high school, I started to watch a lot of TV series and movies in English. Majoring in translation in college, I naturally had much more exposure, especially to authentic content provided by native speakers. All these contributed to my listening ability: I am now able to understand daily conversations, as well as academic content and instructions during my study here at Vanderbilt. My score of the listening part of IELTS was an 8.5 out of 9. 
	Together with listening, my speaking proficiency was greatly improved during my undergraduate years. My interest in English TV productions helped me pick up valuable phrases and patterns. I had academic speaking classes severally times a week, and the great number of foreign guest reception and interpretation events I participated in also built up my confidence of speaking in both academic and daily contexts. I scored 7 out of 9 points in my IELTS speaking test before coming to Vanderbilt, and the full immersion in English speaking environment here has been a huge help as well. 
	Due to the focus put on reading in traditional English teaching approach in China, reading comprehension is the aspect that I have always put great effort on. Not only that students are always asked to study for the reading part of standardized assessments, as an undergraduate student, I have also been exposed to a huge amount of different English texts in order to practice my translation skills. For the application of graduate school, I had to score high in both IELTS and GRE, which resulted in more reading practices, especially with academic texts. My study here in the ELL program relies greatly on class readings as well, therefore I have improved so much and now am ready for becoming a teacher. 
	The last part I would like to talk about is writing. Till high school, the writing training for me was mostly limited on a lexical level. Entering college was the point where my formal experience of academic writing started. I have written quite a lot of papers and articles for different classes, and I also worked hard on writing to get a 3.5 in GRE and 7 in IELTS. For writing in contexts other than academic ones, I have done some translation works for business documents and literature works. Studying here at Vanderbilt, each of the classes I have taken here required me to do written assignments, and all these further improved my English writing ability. 
[bookmark: _Toc476153897]Domain 6: Learning
	Standard 6: 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. 
	As a future teacher for English Language learners, I need to possess a profound and systematic understanding of the nature of language, especially the English language before I can teach my students about it. Moreover, to further promote student learning, teachers should develop deep insights of the process of language learning. To be more specific, my knowledge of Second Language Acquisition should be applied as theoretical guidance for classroom practices. I can also see my experience be beneficial for my students: as an English language learner, I have faced similar challenges and made similar mistakes. Lessons drawn from my past experiences would be integrated in my future EFL classroom fostering students' biliteracy development. 
	The piece of work I'm using to show competency this domain would be the final report of a case study conducted on an English language learner (see Artifact E). In this report, first I gave an introduction of the learner's background, then an analysis of his English language proficiency was conducted. After describing some theoretical frameworks and influencing factors contributing to the participant's current SLA status, I designed an instructional plan based on the previous analyses and talked about my critical reflections. 
	Learners and Learning. For this study, my participant was Dean, a male graduate student who came from China. In order to identity influencing factors for his SLA, I first interviewed with Dean about his prior background. Through this interview, I learned that his English learning experience was quite limited to certain aspects, due to the traditional English teaching style in China. Later looking closer into his English ability from phonology, semantics, grammar and syntax respectively, based on my knowledge of both Chinese and English, I found that Dean faced challenges that are very common to Chinese ELLs. His English skills are deeply affected by his habits in L1, which (Baker & Trofimovich 2005). Finally, in my instructional plan, I offered recommendations developed according to Dean's strengths, weaknesses and personal interests. 
	Learning Context. As a native Chinese speaker just like Dean, I am deeply aware of how his English learning environment was like in China and how this played a critical role in his English language acquisition. As stated in the artifact, Dean learned English mostly through the grammar translation drill. Teachers focused only on writing and reading in order to get students achieve higher scores in standardized tests, therefore his productive skills were overlooked. Learning in an environment like this, Dean's English language development and learning style was clearly shaped. Also I would fully take advantage of this all English speaking learning environment Dean is exposed to. The sociocultural theories suggest that interactions with English speakers both inside and outside of classroom context would help Dean achieve the goal of using language for appropriate communication (Ohta, 1995). 
	Curriculum. Firstly, to know better about Dean's English learning process, I collected a great amount of information on the English curriculum he experienced back in China. The lecturing style and limited exposure to English language of his previous curriculum contributed to his more advanced status for receptive skills. In addition, from my own experience, I learned that language can be acquired rapidly when exposed to a source of natural communication. According to Dean, although he is still experiencing lectures now, there are many opportunities to participate in activities like group works. Working with the curriculum arrangement for his current program, I suggested to utilize these interactions of his field of learning in various ways, as chances to improve communicative skills. 
	Assessment. Learning the systematic nature of language in my linguistics classroom here at Vanderbilt shed light on how to properly analyze and assess of my participant's English language ability. Take my semantics analysis as an example: I was able to determine word diversity as one of Dean's areas of improvement, because I had the knowledge on text statistic tools such as "lexical density" which helped measure the complexity of Dean's oral language sample. In addition, according to the Language Acquisition Chart as well as the behavioral descriptions of different levels given to us in class, I was able to assess Dean's English language ability level. In my instructional plan, I encourage Dean to engage in more academic interactions, where he can receive feedbacks from teachers and classmates on his language production. This can serve as an assessment form as well.
[bookmark: _Toc476153898]Domain 7: Content 
	Standard 7: 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. 
	Guided by Vygotsky's sociocultural theory, I believe that the ultimate goal of language learning is to communicate with the world, and language can be acquired through sociocultural interactions. However, according to Cummins (1984), it is not enough to only possess the Basic Interpersonal communication skills (BICS). To reach comprehensive competency, instructions for Cognitive Academic Language Proficiency (CALP) are also necessary. In a language classroom, content should be designed for reviewing how certain expressions can be applied for various authentic purposes (Wong Fillmore, 2014). 
	I'm presenting a lesson plan about food choice and ordering in restaurants (see Artifact F). This particular lesson was for a Chinese class, and it was a part of a whole unit talking about food. My target students are well-educated adults who are interested in learning a L2, and their proficiency is on a novice high level. The main focus of this classroom is on improving communicative skills, and I hope that my students can confidently engage in conversations on certain topics in the future. 
	Learners and Learning. The topic of this lesson was deliberately chosen to meet the need and interest of the learners in my classrooms. The majority of the students were well-educated adults, and as late second language learners, their learning goal was to be able to maintain a daily conversation rather than participating in any academic activities. I chose to teach the content of how to order in a restaurant and discuss food/drink offers and choices since I believe these are authentic contexts that are very likely to occur in reality. Adult learners are generally more motivated but meanwhile reserved in the classroom; therefore, I developed a series of group activities for them to practice using the language while challenging themselves a little bit. 
	Learning Context. For this classroom, I paid much attention on establishing a learning environment that is interactive and authentic. Like mentioned above, adult learners can appear to be more reserved in classroom activities; if their affect filter is raised, it might hinder both the learning progress and final outcome. For this reason, I planned to start the class with a warm up activity asking students to stand up and talk with classmates. I envisioned this as an opportunity to lower the effective filter and set a friendly atmosphere. Besides, in terms of authentic learning context, the class content was specifically chosen to demonstrate application of certain linguistic structures for authentic communicative purposes like ordering. Authentic text like dialogues were incorporated as classroom material to give students a taste of native language usage, then the students were asked to create their own dialogues using the text as a model. 
	Curriculum. The "food" unit include in total 8 lessons, and this lesson planned could be placed in the 5th or 6th during the whole unit. The reason why is that I conceived my curriculum in a scaffolded manner: all contents and instructions should go from simple to complex, gradually preparing students for individual communicative capacity. Looking from a micro perspective, scaffolding is also present for this particular lesson plan. Moreover, all activities planned were practice opportunities to achieve the target "can-do statements" (learning objectives). From reviewing content from previous classes to generating their own listening materials for a whole class discussion, students engaged in meaning negotiation and active language production, all regarding the given topic. I believe this close connection between classroom content, activities and learning goals ensure the consistency and integration of the entire curriculum. 
	Assessment. Throughout this lesson, there were many moments designed for formative assessment to take place. One example would be teacher circulation during group activities. While language learning often occurs during negotiating of meaning with peers, observation of student trying to apply lesson content allows a close and immediate look to student learning. Another great opportunity for assessment would be the presentations of dialogues created by each group. Not only that I get to examine whether the students are successfully using taught expressions to deliver meaning, by hearing students answer questions asked by other groups, I can also assess comprehension of the content area. Last but not least, my closing activity is a self-assessment, requiring students to reflect on their take-aways, further questions and suggestions.
[bookmark: _Toc476153899]Domain 8: Commitment and Professionalism
	Standard 8: 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. 
	There is no way education should be seen as something that can get detached from the external world. Being a responsive teacher requires constant learning and upgrading. On the one hand, other than improving content knowledge and instructional strategies, teachers also need to reflect and adjust on their practices in accordance with the need and regulations in the field. On the other hand, when adapting changes, teacher should also think about possible application and connection within the larger community. 
	For this domain, I'm presenting a final paper "Assessment Practice in Chinese College Classrooms for English Major: Standardized or Authentic" (see Artifact G). This paper mainly discussed the topic of applying standardized assessments and authentic assessments in classrooms for English major students in Chinese universities. In addition to an analysis of standardized and authentic assessments, personal reflections on current assessment implementation and suggestions for further improvement were put forward. 
	Learners and Learning. While trying to determine what kind of assessments are the most appropriate for English classroom in the university context in China, understanding the learners in the classroom serve an important prerequisite. I first discussed specific features of English major learners in China, such as unlike students from other majors who take English classes just to meet the test requirements, they learn to also achieve communicative competency in both daily and academic contexts. Later in the reflection section, I referred back to these features including the lower number of student in one class, different and more comprehensive learning goal, as well as future career requirement, and how these all contributed to my argument of introducing forms of authentic assessments to English classrooms in China. 
	Learning Context. To me, incorporating a variety of assessments is not something that is limited only in my classroom, but something that should be considered as pressing in the broader context of English education in Chinese universities. Therefore, I talked a lot about the general classroom environment in China and how it influenced forming the assessment choices in China. In the case of the over-reliance on standardized assessments, it can be traced back to the stiff and spoon feed teaching style. Moreover, in a social context where the belief of "good grades tell everything" as well as the need of comparison caused by intense competition between students are so strong, this level of reliance seems inevitable. For suggestions, altering the learning environment into a more supportive one served as one critical goal in my practice of incorporating authentic assessments: engaging in real world tasks instead of answering questions, students would be less stressed and more motivated. 
	Curriculum. This paper focuses more on a specific student community, the English majors in universities in China. When discussing why applying authentic assessments would be an option for English major classrooms, the different curriculum arrangement convincingly supported my argument. First of all, while the government assigned curriculum for English majors aims at preparing students to apply their English skills in the future career, standardized tests seems insufficient in this regard for it only reflects on student's memory rather than what they can do in a real-world context and how they can work with the environment and resources (McNamara, 2000). Furthermore, with classes that focusing on only one specific skill, there is no way that a set of multiple-choice or fill-in-the-blank questions can always assess student performance in aspects such as speaking. Only through authentic assessments with various forms and tasks, the teacher can get a clearer insight of how each student is progressing on target skills, in order to adjust individual instructions and facilitate learning from every aspect. 
	Assessment. My awareness of the importance of assessment was significantly raised after studying in this program for two years. I realized that the skills standardized assessments can examine are limited; moreover, the interpretation of results can only shed light on aspects such as comparison between students. For this reason, I argued that authentic assessments, especially formative ones, need to be integrated in everyday instructions for the purpose of curriculum adjustment and individual performance evaluation. However, coupling with my knowledge of the larger educational community in China, such as national requirements, parent expectation and large student numbers in classroom, I realized that for my context of teaching English majored college students, neither standardized nor authentic assessments can be excluded in teaching practice. Stating my reflections on the current practices and suggestions for improvements, I hope that this paper can serve as the start for me to actively contribute to the development of language education in China. 
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[bookmark: _Toc476153901]Reflections for Future Teaching
	My understanding of education has been truly reshaped after entering the ELL program here at Peabody College. Moreover, this program has equipped me with knowledge of language teaching and working with CLD students, especially in terms of facilitate their learning in both language and the content area. While what I have learned attending classes completing assignments laid my theoretical groundwork, my practicums during which I implemented my lesson plans provided me great opportunities to actually involve in real world teaching practices.
Envisioning Future Classroom in China
	A lot of our classes focus on teaching English Language Learners here in the U.S. school context; however, since I chose the adult teaching track which was my original interest, I did not have much opportunity of observing U.S. day school classrooms, or applying the theories and techniques into this kind of setting. As I'm eager to discover about the connections between theory and classroom practice in my own teaching, right after graduation, I plan to first stay in the United States and work with English Language Learners here. My ultimate goal would be going back to China and teach English in the Chinese context, because I definitely see that some problematic methods are still being used extensively in my country, and I would love to make my own contribute to the language teaching community in China. Therefore, in the following parts, I would mainly talk about my future classroom in China. 
	In my future classroom, I hope to work with middle schoolers. In China, there are not as much cultural or linguistic diversity. For this reason, most of the time teachers do not consider students as different individuals; they tend to greatly overlook the importance of incorporating student background in classes. Even though my students would all be native Chinese speakers, they can still differ in various ways such as learning styles, prior knowledge and expectations (Ladson-Billings, 1994). To fully understand who they are as learners, I would like to first conduct investigations through interviews at the beginning of the semester. Since Chinese people can be reserved, forms like home visits might not be applied. This information collected would not be just put away; they would be analyzed and valued as a resource of creating more engaging and meaningful classroom tasks (Gay, 2010). 
	 Knowing more about my students could actually contribute to creating a supportive learning context, since "supportive" can be seen as the theme word of my future classroom. For instance, materials connected to students' fields of interest can be employed in order to improve engagement and motivation. Another thing that I would do to make the students feel more relaxed is to utilize Chinese in an English classroom. Unlike the "grammar translation" method, which is still widely adopted in classrooms in China, translation activities in my classes are integrated for deeper understanding about the text, as well as the relationships between the two languages (Goodwin & Jiménez, 2015). If guided appropriately, "common underlying proficiency" could naturally help student transfer proficiency in Chinese to English (Cummins, 1984). My classroom also need to be student centered so that they would feel safe to lower their affective filter and speak up. Chinese students are so used to listening to teacher's lecture and be somehow not involved, therefore it would be extra important to establish an atmosphere where "everyone's participation matters". I would define myself as the facilitator, helping students in their own learning through meaningful tasks, instead of the lecturer who just passes out information. 
	Working toward my goal of building such an environment, I hope I could possibly teach in an international school setting. In Chinese public school systems, preparing students for standardized test is still top priority, whereas international school might be more less grade-oriented and open for changes in teaching style. If allowed, a lot could be achieved through thoughtful curriculum design. Firstly, Task Based Language Teaching (TBLT) is going to be the general approach for my curriculum. On the one hand, guided by Vygotsky's sociocultural theory of learning, I believe that students' SLA develops most rapidly during interaction. Participating in activities such as group discussion, students do not only get to practice communicating in English; they also challenge themselves as critical thinkers as they respond to texts or peer opinions. None of these experiences are being offered in traditional language classrooms now in China. On the other hand, TBLT emphasizes on authentic language usage (Nunan, 2006). One important factor that contributes greatly to the lack of learning enthusiasm among Chinese students is the detachment between English curriculum and communicative language proficiency. Many times, Chinese students are very advanced in their academic reading and writing, but they are fall behind on communicative skills. In my future class, my instructions would tightly connect to authentic communicative purposes. 
	Designing my curriculum, the process would always go backward, from determining desired learning outcomes to specific instructional methods and forms of assessments (Wiggins & McTighe, 2005). Teacher should always be thinking about how students could use the knowledge taught in the future, and how to help them practice that in the classroom. Moreover, classroom tasks should be unfolded using the "scaffolding" technique. To guarantee comprehensible input, authentic texts that are challenging but yet understandable with teacher assistance should be employed. Then the responsibility of producing language in tasks would be gradually released to students, going from “I do”, “we do together”, “you do together” to “you do alone” (Echevarria, Vogt & Short, 2004). This model could be especially suitable for classrooms in China with a slightly larger number of students, for it allows students of all proficiency levels to get explicit instructions as well as application opportunities to achieve higher in their zone of proximal development. In terms of assessment, I would not abandon standardized assessments for they provide key information of comparison and placement, as well as the whole picture of student performance in my classroom or even the school context (Herrera, Cabral, & Murry, 2012). But in the meantime, to get a deeper insight on individual learning progress, authentic assessment forms, such as observation protocols, communicative tasks and self-reflections would also be adopted in my daily classroom routines. 
Challenges and How to Meet Them
	Choosing to apply what I have learned here in the United States in a totally different Chinese context, there is no doubt that conflicts would occur in my teaching process. English education in China is so different than it is in the United States, and to be honest, there are certain parts I believe could benefit from some changes in teaching approaches through which students' English language proficiency would get promoted comprehensively. Although that I am all for making my own contribution to the reform of Chinese TESOL system, I am well aware that some choices in current teaching practice are inevitable. In the following paragraphs, I would talk about two major challenges that I could foresee in my future teaching in China.
	Accuracy and Fluency. In today's China, English classroom values accuracy so much that some students only develop a very limited level of fluency. This kind of imbalanced focus is usually reflected in curriculum designs: grammatical structure and vocabulary instruction take up a large proportion of classroom time, while few to no interaction activities are integrated. In a non-immersion English learning environment like China, without enough focus on grammar or vocabulary, there is no way students can set a solid foundation of acquiring the English language. Indeed, I want my students to have a good command of sentence patterns and expressions that can help them use English appropriately. However, on one hand, memorizing accurately does not equal to application ability. As a second language learner who went through the same process, I don't want students to be very self-conscious of accuracy, which would greatly restrict their oral language proficiency development. On the other hand, I found it hard to incorporate authentic texts without sacrificing the attention for accuracy. Without modification, finding materials that include target expressions, fit student levels while being perfectly accurate is a fairly long shot. To balance out, I would like to first explicitly teach grammar or vocabulary only when it is necessary for students to complete classroom tasks. Students should engage in various activities where they are encouraged to produce language whether accurate or not, but in the meantime the conventional forms should be taught as well. Of course this kind of objectives would be assigned by the school or district; but instead of simply memorization, I would try my best to integrate grammar or vocabulary instructions with achieving the real life application goal. through various activities. Moreover, teacher should provide a combination of modified and authentic materials in both the target language usage is visible (Nassaji & Fotos, 2011). Assistance with modified materials can gradually scaffold students before they reach the level of independent comprehension of authentic text; techniques such as "embedded reading" would serve as great tools in this regard. 
	Input and Output. Among all the components that might affect student learning, there are two stand out: input and output. While "input" refers to the exposure learners have to authentic language in use from the classroom, "output" is the opportunities students get to practice in the target language. In China, the assigned curriculum for English education usually contains an overwhelming amount of content, and all of which would be tested at the end of each semester. Naturally, teachers rush through to cover everything without almost no time left for classroom activities. Here the challenge lies: on one hand, overly input-focused classroom only results in shallow thinking and memorization, which I have experienced myself as an ELL back in China. On the other hand, the is little room for negotiation regarding the district requirement; also, slow achievement growth and boredom would be inevitable if the input is not rich enough for students who are used to fast learning pace.
	The situation of between input and output is obviously hard to tackle, but I believe the key is to adopt an eclectic approach. First of all, I would carefully analyze the requirements thus determine the ones that are more complex for students to comprehend or apply without assistance. As a result, more practice opportunities would be distributed to these contents. In addition, instead of using just textbooks, I would introduce authentic texts that contains the same target structures to better meet student interest. These texts can also provide a context of how to apply the target knowledge for authentic purposes, so in classroom tasks they can be referred as models. Moving on to output, one thing teachers should know about output tasks is that assessments have to be conducted (Tinajero & Hurley, 2001). If performance not evaluated, it is pointless to have student engage in activities. In a larger classroom, which is normal in China, I would incorporate more group activities in classroom. Working with peers, not only that students get more exposure for English communication; it is also less time-consuming for teachers to observe and assess during discussions rather than approaching students one by one. Technologies would very likely to be used if my classroom time gets too tight. There would always be great supplemental resources and collaboration platforms on the Internet. 
Final Reflections
	Teaching requires constant learning and update. I would always keep track of the theories and researches in the TESOL field, in order to shed light on classroom and avoid empiricism. My experience with these amazing professors and peers have greatly enlightened my study and practice; I would continue learning from them, as well as from the bigger TESOL professional community that we all belong to. In my future career, I would regularly reflect on my own practice. Guided by my teaching philosophy, I would never stop improving my teaching approaches in accordance with the learners and contexts, or trying to be a caring and supportive facilitator for student learning. 
References
Cummins, J. (1984). Bilingualism and special education: Issues in assessment and pedagogy. 	San Diego, CA: College-Hill. 
Echevarria, J., Vogt, M., & Short, D. (2004). Making content comprehensible for English 	learners: The SIOP model. Boston: Allyn and Bacon.
Gay, G. (2010). Culturally responsive teaching: Theory, research, and practice (2nd Ed.). 	New York, NY: Teachers College Press. 
Goodwin, A., & Jiménez, R. (2015). TRANSLATE: New strategic approaches for English 
	learners. The Reading Teacher, online ahead-of-print. 
Herrera, S. G., Cabral, R. M., & Murry, K. G. (2012). Assessment accommodations for 	classroom teachers of culturally and linguistically diverse students (2nd ed.). Boston, 	MA: Pearson. 
Ladson-Billings, G. (1994). The dreamkeepers. San Francisco: Jossey-Bass Publishing Co.
Nassaji, H., & Fotos, S. (2011). Teaching Grammar in Second Language Classrooms: 	Integrating form-focused instruction in communicative context. New York: Routledge 	Taylor & Francis Group. 
Nunan, D. (2006). Task-based language teaching. Ernst Klett Sprachen. 
Tinajero, J. V., & Hurley, S. R. (2001). Assessing progress in second-language 	acquisition. Literacy assessment of second language learners, 27-42.
Wiggins, G.P. & McTighe, J. (2005). Understanding by design. Alexandria, VA: Association 	for Supervision and Curriculum Development. 



[bookmark: _Toc476153902]Appendix
[bookmark: _Toc476153903]Artifact A: Three Genre Lesson Plan
[bookmark: _Toc476153904]Lesson Name: The House on Mango Street and Hispanic Immigrants	 
[bookmark: _Toc476153905]Lesson Introduction and Rationale:
[bookmark: _Toc476153906]	This lesson is designed based on an imaginary 9th grade classroom. I have around 20 students, a lot of them are either Hispanic Americans or immigrants. 
[bookmark: _Toc476153907]	What the student I'm tutoring said to me in one of the earlier tutoring sessions actually inspired me to choose this topic. He said that "My parents are really worried the election because they are immigrants and moved to the United States just before I was born." As an immigration country, the diversity of races and cultures has always been one of the key and most controversial features of the United States. And recently as the election process goes on, immigration again becomes the one topic that is brought up constantly. Therefore, my plan is to incorporate literature pieces about minority or immigrants as reading materials, in order to provide my students another perspective of thinking about this topic. I believe this book, the House on Mango Street is a great book for students to see how the life of this little girl who is a Hispanic immigrant new to the States is like. This lesson aims to use multigenre texts and technology to facilitate comprehension, as well as prepare students with info on author, the book and the historical background as they start reading. 
[bookmark: _Toc476153908]Estimated Time: 90 min 
[bookmark: _Toc476153909]Texts: 1. The house of Mango Street
            2. https://www.youtube.com/watch?v=0Pyf89VsNmg&t=202s   The House on Mango Street - The Story
            3. https://www.youtube.com/watch?v=nXO8a6HYttw&t=53s   The House on Mango Street - Inspiration
            4. http://www.novelexplorer.com/the-house-on-mango-street/historical-perspective-14/   The House on Mango Street - Historical    
                Perspective






	Objectives
	Standards

	SWBAT analyze different kinds of texts (print, video, etc.) to pick out important information.
SWBAT describe the important information collected to others (both in speaking and writing). 
SWBAT form and present their own point of view using information gathered as evidence. 
SWBAT analyze other people's opinions based on own understanding. 
	CCSS.ELA-Literacy.RI.9.1: Cite strong and thorough textual evidence to support analysis of what the text says explicitly as well as inferences drawn from the text.
CCSS.ELA-Literacy.RI.9.2: Determine a central idea of a text and analyze its development over the course of the text, including how it emerges and is shaped and refined by specific details; provide an objective summary of the text.
CCSS.ELA-Literacy.RI.9.3: Analyze how the author unfolds an analysis or series of ideas or events, including the order in which the points are made, how they are introduced and developed, and the connections that are drawn between them.
CCSS.ELA-Literacy.W.9.2: Write informative/explanatory texts to examine and convey complex ideas, concepts, and information clearly and accurately through the effective selection, organization, and analysis of content.
CCSS.ELA-Literacy.W.9.4: Produce clear and coherent writing in which the development, organization, and style are appropriate to task, purpose, and audience. 
CCSS.ELA-Literacy.W.9.6: Use technology, including the Internet, to produce, publish, and update individual or shared writing products, taking advantage of technology’s capacity to link to other information and to display information flexibly and dynamically
CCSS.ELA-Literacy.W.9.7: Conduct short as well as more sustained research projects to answer a question (including a self-generated question) or solve a problem; narrow or broaden the inquiry when appropriate; synthesize multiple sources on the subject, demonstrating understanding of the subject under investigation.










	[bookmark: _Toc476153910]Prep Activities
	[bookmark: _Toc476153911]Teacher Actions
	[bookmark: _Toc476153912]Student Actions

	[bookmark: _Toc476153913]Author Info Research
[bookmark: _Toc476153914](About 90 min?)
	[bookmark: _Toc476153915]1. Divide students into groups. 
[bookmark: _Toc476153916]2. Ask each group to look into one aspect of 
[bookmark: _Toc476153917]    the author online (see Appendix I). (Provide 
[bookmark: _Toc476153918]    access to school's computer lab if 
[bookmark: _Toc476153919]    internet access appears to be a problem for 
[bookmark: _Toc476153920]    some students.)
[bookmark: _Toc476153921]3. Give each group a poster. Ask them to 
[bookmark: _Toc476153922]    create a poster on what they have learnt 
[bookmark: _Toc476153923]    about the author. 
	[bookmark: _Toc476153924]1. Work with group members to collect 
[bookmark: _Toc476153925]     information.
[bookmark: _Toc476153926]2. Discuss with classmates what information 
[bookmark: _Toc476153927]    they want to include. 
[bookmark: _Toc476153928]3. Participate in creating poster. 

	[bookmark: _Toc476153929]In Class Activities
	[bookmark: _Toc476153930]Teacher Actions
	[bookmark: _Toc476153931]Student Actions

	[bookmark: _Toc476153932]Poster Presentation
[bookmark: _Toc476153933](15 min)
	[bookmark: _Toc476153934]1. Organize for each group to present their 
[bookmark: _Toc476153935]    posters and the information collected in the 
[bookmark: _Toc476153936]    whole class.
[bookmark: _Toc476153937]   (formative assessment 1)
	[bookmark: _Toc476153938]1. Give a short presentation on their posters.
[bookmark: _Toc476153939]2. Pay attention and take notes when classmates are presenting. 
[bookmark: _Toc476153940]3. Ask questions if there is any.

	[bookmark: _Toc476153941]Watch Video Clips +
[bookmark: _Toc476153942]Kahoot! Competition 
[bookmark: _Toc476153943] (10 + 10 min)
	[bookmark: _Toc476153944]1. Create an online quiz set on Kahoot! 
[bookmark: _Toc476153945]    website. 
[bookmark: _Toc476153946]2. Watch with students "The House on 
[bookmark: _Toc476153947]    Mango Street - The Story" and "The House 
[bookmark: _Toc476153948]    on Mango Street - Inspiration" on Youtube.
[bookmark: _Toc476153949]3. Lead students to the computer lab.
[bookmark: _Toc476153950]4. Provide directions on how to participate in 
[bookmark: _Toc476153951]    the quiz. 
[bookmark: _Toc476153952]5. Conduct the quiz. 
[bookmark: _Toc476153953]6. Give small prizes to three students who get 
[bookmark: _Toc476153954]    highest scores. 
	[bookmark: _Toc476153955]1. Pay attention to the teacher instruction. 
[bookmark: _Toc476153956]2. Take notes while watching the videos.
[bookmark: _Toc476153957]3. Participate in the quiz. 
[bookmark: _Toc476153958]4. Review the video to find right answers if 
[bookmark: _Toc476153959]    needed (after class).

	[bookmark: _Toc476153960]Group Discussion + Gallery Walk
[bookmark: _Toc476153961]（10 +10 min) 
[bookmark: _Toc476153962]( See Appendix II)
	[bookmark: _Toc476153963]1. Group students.
[bookmark: _Toc476153964]2. Ask students to participate in group discussion 
[bookmark: _Toc476153965]    about connecting the author to the novel based 
[bookmark: _Toc476153966]    on what they have learnt online, from the 
[bookmark: _Toc476153967]    presentations and the video clips. Provide 
[bookmark: _Toc476153968]    guiding questions (see Appendix II). 
[bookmark: _Toc476153969]3. Circulate and answer questions.
[bookmark: _Toc476153970]4. Lead the gallery walk activity and manage the 
[bookmark: _Toc476153971]    time spent on each group's station. 
	[bookmark: _Toc476153972]1. Participate in group discussion.
[bookmark: _Toc476153973]2. Write down group thoughts on sticky note 
[bookmark: _Toc476153974]    and post them on the wall. 
[bookmark: _Toc476153975]3. Add on other groups' ideas or comment 
[bookmark: _Toc476153976]    using sticky notes when gallery walking. 
[bookmark: _Toc476153977]4. Go back to their own stations and look at 
[bookmark: _Toc476153978]    what others have added. 

	[bookmark: _Toc476153979]Reading activity: Jigsaw 
[bookmark: _Toc476153980](20 min + 10min)
	[bookmark: _Toc476153981]1. Divide text " the House on Mango Street - 
[bookmark: _Toc476153982]    Historical Perspective" into Part A, B, C, D, and 
[bookmark: _Toc476153983]    hand it out to the students.
[bookmark: _Toc476153984]    Group students into 4 groups, each group gets
[bookmark: _Toc476153985]    one part of the article. 
2. Circulate when students are reading (formative 
    assessment 2)
3. Regroup students. Make sure each group has at
    least one person for each part. 
4. After student discussion, lead students to come        
    back as a whole class. Discuss what we have 
    learnt from the whole article. (If students are not 
    willing to talk in the whole class, start sharing or 
    pick students to talk about other parts other than 
    the one they read.)

	[bookmark: _Toc476153986]1. Read their part of the whole article.
[bookmark: _Toc476153987]2. Teach what they have learnt from this part 
[bookmark: _Toc476153988]    to other group members.
[bookmark: _Toc476153989]3. Listen carefully to their group members' 
[bookmark: _Toc476153990]    take-aways. 
[bookmark: _Toc476153991]4. Participate in whole class discussion. 

	[bookmark: _Toc476153992]Closure: Exit Tickets
[bookmark: _Toc476153993](5 min) (see Appendix III)
	[bookmark: _Toc476153994]1. Assess student learning, adjust future instructions based on feedback. 
	[bookmark: _Toc476153995]1. Complete the exit ticket.

	[bookmark: _Toc476153996]Post-class Activity (Homework)
	[bookmark: _Toc476153997]Teacher Actions
	[bookmark: _Toc476153998]Student Actions

	[bookmark: _Toc476153999]Read the chapter "My Name"
	[bookmark: _Toc476154000]1. Assign students the homework with directions. 
	[bookmark: _Toc476154001]1. Read the chapter and prepare to talk about 
[bookmark: _Toc476154002]    my name in class (e.g. the meaning of my
[bookmark: _Toc476154003]    name, a story behind it). 
 


[bookmark: _Toc476154004]Appendix I
[bookmark: _Toc476154005]Author Info Research
[bookmark: _Toc476154006]Directions:
[bookmark: _Toc476154007]	Each group has one aspect to focus on. Search online about this aspect, gather as much information as you can. Using search engines such as Google, Yahoo as tools. Each group also need to design their own poster in order to present their finding online to the whole class. Discuss with your group members about what you want to include, and create the poster together. 

[bookmark: _Toc476154008]Group 1: Author's Biography

[bookmark: _Toc476154009]Group 2: Life (apart from writing)

[bookmark: _Toc476154010]Group 3: Writing Experience

[bookmark: _Toc476154011]Group 4: Other's reviews and critiques


[bookmark: _Toc476154012]Appendix II
[bookmark: _Toc476154013]Direction: 
After knowing a little more about the author Sandra Cisneros from your online search, as well as from watching the video clips, 
	1. what do you think the novel the House on Mango Street is about? 
	2. how can you connect Sandra Cisneros' background and the House on Mango 	Street? 

Discuss with your group members and write down your major ideas on stick notes. 
	Here are some questions you can think about when discussing:
	1. How does Cisneros biographical information relate to the novel? 
	2. What are the similarities between Cisneros and Esperanza? 
	3. Where do you think the inspiration for this novel came from?



Appendix III
Exit Ticket
Name ______________________                                                               Date ________________________
1. What is one major take away that you got from today's class?


2. List three things about the author/book that you learnt today from your classmates in class. 


3. How was today's class helpful for you? 


4. Was there any unanswered questions left? Has anything in this class confused you and you hope that it can be improved in some way?





[bookmark: _Toc476154014]Artifact B: Teaching Snippet Analysis
	This analysis consists of two parts. First, I will introduce the settings of the snippets used in this analysis. The second part would be a further micro analysis based on these snippets. The transcripts of both the snippets can be found in Appendix 1.
Snippet Introduction
	There are two snippets used for this analysis, and they are both from my first student-teaching class on February 9th, 2016. In the first snippet, my students were divided into groups, discussing the stories behind the family photos they brought to class. One requirement for this activity was for them to use two expressions, "used to" and "would" to describe past events. The particular students I was talking to were in the same group. S1 raised a question about whether "would" can be used to describe the future which is not true yet, and S2 shared his opinion with me and S1. 
	The second snippet was pulled out from the same activity as well. After talking in their small groups, students were asked to share one of their group members' story in the whole class. The other student teacher picked S3 to be the first person to speak. The all students spoke in front of the whole class all got the chance to pick the next speaking person. Due to the time limit, only one person for each group got the opportunity to share.
Snippet Analysis
	One first thought from the two snippets was that classroom interaction was definitely an important part of my class. I encountered some difficulties when trying to decide which part of class to analyze, because I found that my classroom discussions were mostly small group discussions which were hard to record by video. The form of interaction was rather simple and limited, and I think it is both an advantage and disadvantage. On the one hand, this means my classroom interaction was very student-centered, which provided more opportunities for oral language development. On the other hand, it shows that I did not create many chances for teacher-student interaction other than the feedbacks I gave when I was circulating during small group discussion. Therefore, in order to get a better insight of my role in facilitating learning, these two snippets focus on the a few moments of teacher-student interaction during the class. 
Strength
	Based on my snippets, one aspect of my instruction that I think is more strong that I provided regular feedback to students on their output. According to Echevarria, Vogt & Short (2013), feedbacks given by the teacher should be specific and academically oriented. Like we can see in snippet 1, when student 1 was talking about why he thinks "would" should be used for something that is not true yet, my response was corrective. I clearly expressed that in this case "would" is used for things already happened. And after student 2 talked about his idea which was correct but yet not very explicit for student 1, I further elaborated on his contribution and explained that there are different ways to use "would". This kind of scenario can also be found in snippet 2. Again student 1 was sharing his group member's story of family photo. He tried to incorporate the new knowledge of "used to" in his sentences. Student 1 wanted to say that the cat hated snow before, but he included "used to" in a wrong way as "didn't used to". As a result, I correct him and said "You can say used to hate snow". Instead of only being encouraging to give feedbacks such as "Good job!" and "Nice work!", I preferred to give feedback that could actually help improve their academic understanding. In addition, I believe that in order to actually give feedback, it is important to be supportive that the student would like to start participating. I used expressions such as "What do you think?" and "What was it you wanted to say?", which helped encourage the students to express themselves. 
	Another strength of my interaction with students was that my input was rather comprehensible. Basically, making a message understandable is referred to as comprehensible input (Krashen,1985). First of all, my explanation of the academic task was clear overall. English language learners perform better when teacher gives clear instructions of activities and assignments. In the situation where students require individual instruction, on the class concepts like snippet 1, students were able to agree and disagree with me, and further build on my opinion. This indicates that they had no problem comprehending. Also in snippet 2, I kept revisiting and reminding the students to include "used to" and "would" in their sentences, in order to consolidate and assess their understanding. Moreover, non-verbal support was used to accompany speech. During the interaction, body language and gestures such as pointing, approaching appeared. Powerpoint slides served as supplementary materials as well, which reminded students the grammatical concept they were suppose to apply. In fact, one of the misconceptions of teaching ESL classes is that effective instruction equals non-verbal support (Harper & De Jong, 2004). However, since ELLs are simultaneously acquiring both content and language knowledge, teachers should find the balance between reducing students' language demand and providing opportunities for language development. The fact that non-verbal instruction did not overshadow verbal instruction in my class guaranteed student oral response and comprehension at the same time. 
Areas of Growth
	The overall problem that I found out about my teaching was the quality of interaction. As mentioned before in this analysis, students were all divided into small groups. After talking in their groups, everyone comes back as a whole class and share what they discussed. Although there were a lot of student-student interactions taking place, the teacher-student interaction opportunity was very limited. Snippet 2 is one of the few teacher-student interaction moments in that class, and it was clear that it was not high-quality discussion. What the students did was to take turn on sharing their stories, they did not communicate with each other. For the moments I was talking to them, I was just asking for them to repeat or pick another person to speak. 
	To begin with, I did not have sufficient awareness of the necessity to promote students' higher-order thinking. Especially in Snippet 2, I did not ask many questions to the students, I mainly just listened quietly. Moreover, most of my questions were close ended questions, or could be answered by very simple words. Obviously, before class, I did not think specifically about higher-order thinking before class, which required conscious planning in advance. I did not realize that I could have asked more "why" or "how" questions, pushing students to elaborate more on their ideas. I could also have asked the other students about what they think about their peer's story. By doing all these, I would have had engaged students in higher-order thinking (Chamot & O'Malley, 1996). 
	In addition, I did not push the students to adhere to the language objective of using "used to" and "would". In snippet 2, I made efforts on reminding them how to apply the content concepts, but I did not go the extra miles because I was afraid it would be too overwhelming for them. I gave up on pushing them by saying it is OK if they can not use the two expressions. Also, each student spoke out in the class included "used to", but "would" was never mentioned. The fact that I did not address that revealed the disconnection between activity and language objective too. This also made the interaction much less meaningful because practicing for the language objective was the point of the whole "photo talk" activity. 
	I was not able to assess the quality of the student interaction either. Although in snippet 1, the students were giving feedbacks to each other, as well as connecting their learning with prior knowledge, I still had no idea about whether they paid attention to the language objective, asked questions or negotiated for meanings. Frankly speaking, given the fact that they overlooked the language objective in the whole class sharing, I believe it is safe to say that the scenario for small group discussion should have been similar. 
		Last but not least, my wait time for student response was definitely not sufficient. Research shows that wait time helps increase student discourse and more student-to-student interaction (Honea, 1982). In the two snippets, most of the time my students responded to my questions without much hesitation. In my opinion, this is partly because the questions were not open-ended. However, there were times when I rushed a little bit out of the concern of time, and may have hindered the further elaboration on their answers. Student opportunity of oral expression was somehow limited by my quick follow up response, which was the total opposite of my intention for the activity. 
	Therefore, overall, despite the frequent opportunities, the overall quality of interaction was my biggest concern of my class. In my future teaching, I would like to focus more on creating meaningful interaction. When designing classes, I would careful plan accordingly in advance. Questions and tasks of a variety of levels will be incorporated in order to promote higher order thinking. Whole class discussion with a few open ended guiding questions would be a form that I would like to adopt particularly. In addition, I would pay more attention on constantly revisiting both the content and language objectives throughout class delivery. Student interactions in tasks would be more closely monitored and guided to ensure the opportunity of applying target knowledge. Last, sufficient wait time for student to fully develop their response would be kept in mind. In order to make sure I do not rush them again, I would maybe consciously wait for 30 more seconds than the amount of time that I think is sufficient. 
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[bookmark: _Toc476154015]Artifact C: Case Analysis Project
Part I: Introduction
Overview
	My placement classroom for the Practicum class is at the English Language Center of Vanderbilt University. The class is called General English for Spouses (GES), and it is for partners of students and faculties of Vanderbilt to attend. The 12 students in this class are all adult English language learners. They come from 8 different countries, and there is a huge difference between their English language proficiency levels. The class focus is more on conversational skills than reading and writing, and the content difficulty level is intermediate. 
	In part 1, my participant's cultural and linguistic background, as well as the setting I observed will be discussed. This information is collected through classroom observation, an personal interview, and self-assessments done by the participant concerning her oral English skills.
Participant Background
	My case study participant, CH, is a female student who comes from Japan. She is 29 years old, and she has only been in the United States for 1.5 months (CH, personal communication, February 20, 2016). CH's husband is a graduate student at Vanderbilt, so she came with him to the U.S. to better take care of him. 
	Cultural Background. CH is from Osaka, one of the biggest and most prosperous cities in Japan. When asked about her family, CH said she she was so carefree and happy growing up around her family members. CH grew up in a middle-class family with her younger brother. CH's parents cherish their daughter very much; they have been very supportive to all her decisions, including educational and career choices. CH studied law when she was an undergraduate student in Kyoto University, which is a public university with great reputation. After graduation, CH started to work for the Osaka Gas Company, one of the two biggest gas companies in Japan. As a well-educated white collar woman, there is no doubt that CH has a relatively high socioeconomic status. 
	As far as I'm concerned, CH has a strong awareness and adherence to the Japanese culture. She mentioned that her family was quite traditional, for example, they are always serious about celebrating the traditional Japanese holidays. CH is also very interested in Japanese literature. During her leisure time, she reads a lot of Japanese novels and ancient poetry works, which she believes are very valuable and beneficial. Also, in Japanese cultural, companies and employees have great loyalty for each other. Just like many other Japanese people studying here, both CH and her husband plan to go back and work for the same company later, and she is very grateful that her company provided this opportunity.
	Educational Background. According to CH, the middle school and high school she attended both had great teaching quality, and CH's parents supported her to go to college which they never got to do. Talking specifically about English education, CH had 7 years of exposure of English language at school in total, from middle school to her first year of college. When asked about how her English classes were like in Japan, CH explained that before entering college, she had two or three English classes per week, and each of them lasted for an hour. These classes mainly focused on grammar and reading, which are the skills needed for standardized tests. In college, since she majored in law, CH only had one English class in one week just to meet the graduation requirement. She never really got opportunities to practice her oral English during her educational journey, let alone to interact with native speakers. 
	Linguistic Background. CH's first language is Japanese, and English is her second language. Both of her parents do not speak English at all, so Japanese is the primary and only language spoken in CH's family. As a graduate from college, CH has no problem to communicate, or read and write in Japanese. In addition, as mentioned in the previous part, CH's English educational experience was rather limited. During the interview, she mentioned that even in an English class, the teacher would still speak Japanese most of the time, and only less than 25% of the instructional language was in English. Moreover, in CH's company, she did not have chances to use English much either. Therefore, back in Japan, CH's exposure to English was not sufficient to develop good communicative competency. 
	In the United States, Japanese is still the dominant language used in CH's life. She speaks Japanese with her husband and Japanese friends, which she said takes up to 70% of her current life. English is only used when CH goes to stores and restaurants, and when she is in the three classes she attends currently: General English, ELC Chatting and Belmont Church English class. When discussing her overall English language abilities, CH feels more confident in reading and writing than in oral communication, and it is indicated so in her self-assessments (see Appendix 1). She thinks her oral language proficiency is okay for her daily life, and she would use strategies like using native language and gestures. In terms of academic language, CH is overall cooperative, and she is able to complete the common classroom tasks such as describing objects and summarizing a story.
	Setting Observed. Talking about the classroom environment, my mentor teacher was definitely more conscious of the overall dynamic because of the great diversity. In order to better serves students with all different backgrounds, she set a very open-minded classroom norm, and put great value on each student's identity. Although English is the only language being spoken in the classroom, the teacher still tries to connect to students' cultures by including topics like their cultural customs and traditional food into the curriculum. She also allows students' multiple forms of interaction during class, which is a good way to limit assimilation and rejection experience (Herrera, 2013). For instance, for those of lower proficiency or quiet personality, individual and small group activities provide them the opportunity to share while being comfortable at the same time. As for those who are more confident, direct interacting with the teacher is encouraged too. Moreover, through these various classroom activities, students are able to comprehend and produce from different angles. Not only that they get more chances to practice their oral English, students can also learn a lot from each other's experiences and thoughts. Combined with this kind of embracing and positive atmosphere, teacher's compliments and corrective feedback promote students' confidence and English language development simultaneously.
Part II: Student needs and requirements
Overview
	My practicum placement classroom is not actually required to follow any assessment requirements issued by the state of Tennessee or federal government. The programs which receive funding from the government have the responsibility to ensure their students' progress because they are supported. That is why they are supposed to follow the assessment requirements: to continue receiving money for operation. However, the classes offered in the English Language Center are not sponsored by the government. They are completely free, and are only available to students, faculties and their families. Therefore, the state and federal assessment requirements do not really fit my placement classroom. 
	In part II, I will mainly discuss three aspects. The first aspect is what are my student needs while the second aspect discusses whether these needs are being met by the current assessment activities. The third would be the connections to state and federal requirements.
Student needs
	Basically, my students in the GES classroom look for improvements in their English language conversational goals. Because they are spouses of VU related personnel, many of my students will only in the U.S. for one or two years, so their need of learning English is not as academically oriented as registered students. Generally speaking, the students do not have a specific expectation of what level of English proficiency they will reach by the end of the semester. They are more interested in topics concerning real world tasks which will be helpful to their daily lives here in the U.S.
Current Assessment Activities
	Currently, no standardized assessment is used in my placement classroom to measure the students' learning progress. Instead, the SOLOM, an observational protocol was implemented before the class started which yield useful information to teachers for creating instructional accommodations (Herrera, 2013). As far as I'm concerned, the SOLOM, serving as an authentic assessment based on student performance, meet my students' needs from a few perspectives. First of all, SOLOM focuses on students' oral English performance, which is actually the focus on my classroom. The students' English communicative skill is divided into a few specific parts in order to give more detailed evaluation. Secondly, in accordance with students' need of improvement exceeding their initial levels, pre-instructional assessment is definitely necessary if the teacher wants to provide individual instructions appropriate to each student's level. However, I believe post-instructional assessment can also be helpful if the class is for a longer time period since classroom instructions need to be adjusted concerning students' development.
Connections to state and federal requirements
	As mention before, my placement classroom assessment does not necessarily follow state and federal requirements, therefore, there are only a few connections that are noticeable to me. According to Van Duzer (2002), the ESL descriptors identified by National Reporting System for Adult Education describe what a learner knows and can do in three areas: (a) speaking and listening, (b) reading and writing, and (c) functional and workplace skills. My classroom content doesn't including reading and writing practice, however the other two aspects are all clearly reflected in the classroom tasks as well as the assessment conducted. In addition, one of the criteria for states to decide whether funding adult education activities is maintaining a high-quality information management system (Van Duzer, 2002). Other than the results of SOLOM, the other student teacher and I would put great attention on students' performance on solving tasks and understanding instruction, and discuss our observational results with our mentor teacher after class every time. Although not as formative, this is still effective in assessing the students and giving the opportunity of sharing and updating useful information. Last but not least, level gain is not the only possible outcome from instruction. Emphasizing on giving pre-instructional assessments such as SOLOM helps with getting access to students' previous status and goal. It is especially true for adult learners with different learning purposes. As long as their personal goal is accomplished, such as getting more practices, an increase in confidence and self-esteem, they can be considered as succeeded in the classroom. 
Part III: The Proficiency Level of Participant
Overview
	In this part, I will discuss the English language proficiency level of my case study participant and provide evidence. First, I will give comments on the reliability and validity of the standardized assessment used, the Woodcock-Muñoz Language Survey. Then the results of WMLS and one observational protocol, the SOLOM, will be reported and compared. 
Reliability and Validity of Standardized Assessment 
	Before giving the test to my participant, I first looked into statistics of the test reliability. Showing in Appendix 1 of the comprehensive manual, the internal consistency reliability coefficients for different age groups are calculated based on data from subjects on that level (Woodcock & Muñoz-Sandoval, 2010). For the age group of 4 to 11-year-old, the coefficient ranges from 0.70-0.99. For age group of 12-19, it ranges from 0.74-0.96, and from age 20 and above, the statistics are from 0.80 to 0.98. Since we thrive to get a reliability coefficient of at least 0.80, and even 0.90 for literacy tests (Pray, 2016), the WMLS seems to overall reach the goal. From my perspective, generally speaking, WMLS could be more reliable for elder age groups since the lower end of coefficient range appears to be higher as the subjects get older. 
	For the validity of WMLS, I mainly focused on content and concurrent validity. Firstly, in terms of the content validity of WMLS, the comprehensive manual claims that the four tests are selected in accordance with the item validity study results as well as expert opinions. The items in each test were carefully designed to sample the target abilities, and they go gradually more difficult as the tests go on. For example, in order to measure students' writing response to questions concerning different language skills, a few questions specifically measuring each skill are included. The cluster concept is also adapted, and in the case of WMLS, the clusters are broad English ability, oral language ability and reading-writing ability. By doing this, results from more than one test can be combined to provide a broader measure of ability. Secondly, when looking at the correlation coefficiency, WMLS shows positive relations with various criterion measures adopted in different groups including pre-school, school age, university and K-3 bilingual study. The statistics reveal that most intercorrelations are at the moderate level from 0.5 to 0.9, which prove a relatively high level of concurrent validity (Rescorla et al. , 2005). 
	I gained a further insight of WMLS through my own administration of it. First of all, the tests are considered practical. The detailed administrative instruction helps avoiding glitches, and the testing process can be limited in 20 minutes so it does not cost much time. No other costs are required other than the printed test sheets, test material itself, and a reporting software. After giving the test, I put my participant's basic information and scores for each test into the software, and a report was automatically created. In addition, since it is one-on-one administered, the quality of input is guaranteed, and the environment I chose was quiet and comfortable where CH did not get distracted. Also, the criteria of possible correct responses are well established, I checked them in advance too so that little room was left for correctness debate. The test went from easier to harder item therefore CH was not overwhelmed at all, and later in the interview she said it was a positive experience since she learnt new vocabularies and strategies. Lastly, the tests' authenticity was shown in its contextualized items, logical organization and real-world related tasks (Brown & Abeywickrama, 2010).
Test Results and Comparison
	Woodcock-Muñoz Language Survey. The WMLS test contains four sub-tests: picture vocabulary, verbal analogies, letter-word identification and dictation. The former two tests are the measurements of the cluster of participant's oral language ability, the latter two measure the reading-writing ability, then the broad English ability is an overall measure of the participant's cognitive-academic language proficiency (Woodcock & Muñoz-Sandoval, 2010). 
	In the picture vocabulary test, CH was asked to identify the items shown the pictures. CH identified 32 out of 58 items correctly, which made her performance comparable to English-speaking students in grade 5.1 (see more information in Appendix 2).  Her task for the verbal analogies was to logically predict the correct word. For this part, she got 25 out of the 35 words right, which indicates that she performed similarly with an American adult. Therefore, based on the results from these two parts, the report of WMLS claims that CH demonstrated limited oral English language proficiency (Level 3), and her performance equals to that of the average American student in grade 8.6. When asked to accurately pronounce the given words in letter-word identification, CH's score was 53 out of 57, and again her result of this part is similar with an American adult in college level. For her dictation test, CH correctly wrote down 38 answers out of the total 56 of them, and a grade 7.9 student would do similarly on this. To sum up, in terms of her English reading and writing skill, CH demonstrated limited to fluent range of proficiency (level 3-4), and she is around the same level with a 10.8 grade native English speaker. Basing on results from all 4 sub tests, when compared to others at her level, CH's broad English ability is at level 3, limited cognitive-academic language proficiency. 
	Student Oral Language Observation Matrix (SOLOM). It is sometimes argued that comparing to standardized test formats such as multiple choice and individual item formats, performance assessments have better washback (McNamara, 2000). In order to give a more comprehensive assessment on the participant's English language proficiency and provide appropriate and beneficial instruction, I adopted an observational protocol, the SOLOM as well. The scoring of the SOLOM is based on CH's performance during the interview. 
	There are in total 5 aspects measured and students can score from 1 to 5 for each aspect. In terms of comprehension, I decided that CH is on level 4. Although CH understood almost everything I said at normal to even fast speed, occasional repetitions and explanations were necessary to ensure her full understanding, which matches the description of level 4 behavior (Center for Applied Linguistics, 2010). For example, when asked to describe the classroom focus of a common English class in Japan, CH was confused at first. It was after being provided examples that CH got a better idea of what the question was about. Secondly, CH's fluency level was on level 3 because the description of "everyday conversation and classroom discussion frequently disrupted by student's search for correct manner of expression". During the interview, there were times when CH hesitated about what to say, or she just stopped so I helped finish her sentences. 
	The third aspect is vocabulary. As mentioned before, CH's fluency was influenced by her limited vocabulary, and CH was not willing to speak more because she could not think of appropriate expressions. I was not sure about whether to put her in level 3 or 4 because her usage of wrong words was more "occasional" than "frequent". However, since the whole conversation was noticeably limited by her vocabulary use, CH would still fit in level 3 better. Lastly, for both the pronunciation and grammar aspects, CH's performance matches the descriptions of level 3. CH's did have an obvious Japanese accent and it was not too heavy to understand as described for a level 2, but concentration was definitely needed in order to catch up with every word she said. As for her grammatical performance, some of CH's behaviors fall into the level 2 category, such as her frequent rephrasing and using rather basic and simplex pattern. However, her errors did not have a severely negative impact on her meaning, which was only occasionally obscured. 
	All in all, CH was put in level 3 for 4 out of the 5 aspects of the SOLOM, and she got
 a total score of 16 out of 25. Students with a score ranging form 15-18 is considered on level 3 (Arch Ford Education Service Cooperative, 2008). 
	Comparison and Contrast. Generally speaking, the testing result of WMLS is rather consistent with that of the SOLOM. First of all, these two tests both show that CH has limited oral English language proficiency. While level 5 of SOLOM equals "advanced proficiency" in English (Lindholm & Aclan, 1991), level 3 should be considered as limited or intermediate level of proficiency, which echoes to the result of WMLS. Secondly, regarding most of the specific abilities and skills measured, CH's performance was similar in the two tests. For example, during the whole WMLS test, CH received great amount of verbal instructions. The fact that she did not struggle with following the instructions much actually proves that SOLOM's result of being a level 4 of comprehension is reasonable. In addition, CH did not perform as well in the picture vocabulary test as in the other three tests. This also confirms to her limited vocabulary usage revealed in the interview.  
	However, although the consistency between the results is clear, we still can not say that these two assessments reached the same result concerning CH's English language proficiency. The most important reason is that there are differences between the focused skills of these two assessments. The first things is that on the one hand, SOLOM fully focuses on oral English language performance which is divided into five aspects. There are specific descriptions of each level, and the importance of each aspects seems to be equal. On the other hand, the WMLS test measures the overall academic English language proficiency. But as far as I'm concerned, although the assessment of participant's reading-writing ability did happen during the test, it is only of a small proportion, and the emphasis is still much more on the oral language ability. To be more specific, since the participant's main tasks were to read out and write down words accurately, I would not equal good pronunciation with the ability of making sense of reading materials, correct spelling as the ability of meaningful writing. It seems to me that the two sub-tests of the reading-writing ability cluster is more connected to the measurement of comprehension and pronunciation in SOLOM. Second of all, as a standardized test, the test result of WMLS heavily relies on student's ability of following instruction, and in this case, listening comprehension skill. If CH was weaker on comprehension, it would negatively affect the whole test, and the result of WMLS would be totally different from that of the SOLOM. Last but not least, while assessing the aspects of comprehension, pronunciation and vocabulary usage, student's fluency and grammar are not examined by the WMLS test. 
	In short, based on the assessment conducted using WMLS and SOLOM, my participant, CH, correctly has limited oral English language and cognitive-academic English language proficiency. At the same time, possible influencing factors such as the emphasis on different skills should be buried in mind when referring to these results. 



Part IV: Student's Abilities in the Content Area
Content Area
	As mentioned in Part I of this article, my placement class is called General English for Spouses (GES). Students in the class are all adult English Language Learners. The class content basically focuses on intermediate level general English knowledge. The main goal of the classroom instruction is to help students improve their communicative skills. Other skills such as reading and writing are incorporated in classroom activities too, but they are not emphasized in the content area of the class. 
Reading Ability
	 Although not one of the main skills being practiced in the classroom, reading skill is absolutely of great importance in survival English as well. Almost all our classroom activities more or less required students to have reading skill in order to follow instructions and understand the materials. In this part, I will give comment on my participant's reading ability, based on the results of the assessment of my choice. 
	I chose one assessment that was presented in class, a running record (see Appendix 3). A running record is a powerful tool for recording the behavior of a reader. It also helps teacher choose the appropriate text that will help the reader develop certain strategies (Clay, 2001). I met up with my participant, and recorded her reading a short news article. The text was chosen a ESL website where texts are divided into 6 difficulty levels. While level 4 and 5 articles were adopted in the whole class activity guided by my mentor teacher, considering my participant's proficiency level, I decided to a level 6 text to challenge her a little bit. 
	After analyzing CH's performance in reading the text, I was quite impressed by her reading ability. Overall, for this text that contains two paragraphs and 247 words, CH only made 6 errors, among which she self-corrected 3. This made her accurate rate go up to 98.7%, and her error rate was about 82. According to the category descriptions of the running record, if the accuracy rate falls in the range of 95-100%, it indicates that the text is easy enough for the student to read independently. 
	This overall result was definitely beyond my expectation. CH'S oral language ability was identified as on level 3 in both the SOLOM and WMLS, which shows that she has only intermediate English language proficiency (Center for Applied Linguistics, 2010 & Woodcock & Muñoz-Sandoval, 2010). Moreover, part of the result of the WMLS indicates that my participant's reading and writing abilities are limited. My classroom observation also supported these results. CH did not demonstrate proficiency in describing lower difficulty level content with her own words. However, this text used for the running record assessment was rather complicated. It was a news article talking about the current U.S. Presidential Election, and it definitely included complex sentence structures as well as harder vocabularies such as "confrontation". With an article like this, the fact that only 3 errors and 3 self-corrections appeared shows that CH's reading ability was more advanced then I expected. Although the fluency of CH's reading was influenced by a few short pauses, repetitions and flat intonations, I believe it is safe to draw the conclusion that CH reading proficiency is higher than intermediate, and she is capable to be challenged by more complex test in guided reading, or even independent reading. 
	Looking more specifically in the errors and self-corrections CH had, I was also able to link those with the cuing systems she used. Generally speaking, the source that CH relies mostly heavily on is the visual cues. In 2 out of the total 3 errors, and in all her 3 self-corrections, I believe that CH's attempts were made based on the how the words appeared. For example, she said "pleasant" instead of "president", and then self-corrected "politics" into "policies". The similarities between these words clearly shows that the visual cues greatly affect CH's reading of the content. Other than the visual cues, for her errors, CH obviously was reflecting more on syntax and her knowledge of the English language. The completeness of the three sentences were not affected, for instance, she replaced "a" with "the", which are both articles. On the other hand, when self-correcting, CH relies more on the meaning cuing system. In my opinion, she can realize that not only she read a different-looking word, but also the meaning is not right given the context she already knew. 
	CH has had exposure to English language for a long time. My concern regarding the the result of the running record is that due to CH's heavy reliance on visual resource and also her prior knowledge of English language, she maybe just pronouncing some of the unfamiliar words correctly. The strategies she used to make sense out of the text were assessed, but the basic goal of reading, the comprehension was not (Brown, 2010). Therefore, I asked CH to retell the article to me. Again, to my surprise, CH proved her adequate understanding of the text. Not only that the big idea was right, she had no problem with the sequence of events happened. She was able to tell a few proper nouns mentioned in the text, as well as to use some exact vocabularies. Her description was not very detailed; she got confused about a few little things such as something is "more" or "less" serious. But overall, her comprehension definitely matches her accurate rate of the running record. 
Writing Ability
	In order to assess my participant's writing ability, another assessment that was introduced in class by Dr. Pray, the 6-Trait Writing Assessment was used. According to the Scoring Rubric, the teacher should evaluate the student's writing from 6 different aspects: ideas, organization, conventions, voice, word choices and sentence fluency. Each aspect is divided into 6 levels too. Despite the fact that writing skill is not the class focus, an autobiography was collected from each students to get to know them better at the beginning of this semester. I was able to get CH's autobiography as her writing sample. In the following paragraphs, I will analyze this writing sample in accordance with the 6-Trait Scoring Rubric.
	First of all, looking at the ideas of CH's writing, I would say that she should be getting approximately a 4, which is described as "The writer has defined the topic although the development is basic or general." Actually, a few guiding ideas about what to include in the autobiography were provided, such as family, work experience and future goals. CH was just following those ideas, therefore it is clear where she is headed in the writing. However, the ideas were not detailed or expanded enough. CH gave examples about her hobbies, her goals, but they were all very general and brief, which fits perfectly in the description of level 4. 
	In terms of the organization, it would be a 4 as well, for CH's structure was able to "move the reader through the text without too much confusion". Given the fact that CH was just writing down the ideas provided by the teacher, her organization was quite obvious. However, connections between ideas were not noticeable. Part of the description of a level 4 was "transitions often works well", which I don't really think is accurate for CH's writing. But I think overall she fits in the level 4 category better, because her transitions were definitely not as "misleading" as of a 3. 
	As for convention, I again think CH is on the level 4. Instead of even stumbling on simple tasks as said in level 3 description, CH only had occasional errors which were not serious enough to distort meaning. The spelling and punctuation were usually correct as well. However, CH's paragraphing was somehow problematic. The different ideas were all placed in the same big paragraph, which seems more like level 3, "one big glob of sentences". But while in other aspects CH's writing was clearly more advanced than a 3 but still far from 5, I still scored her a 4. 
	The first aspect of this autobiography that I think should be getting 3 is the voice. As being pointed out on the rubric, "it would be hard to point to a unique moment or two." My biggest feeling when reading CH' writing was that possibility because of the word limit, CH's narrative on each idea only told what it must. As a reader, I did not feel connected because 
nothing more personal or detailed was elaborated. For instance, CH talked about she wants to go to Peru for her honeymoon, but she did not say why she chose this certain destination. This made me feel that she was keeping a safe distance to not reveal her personal thoughts. 
	Another level 3 aspect of this piece of writing is the sentence fluency. CH did not attempt to use more complicated sentence structure in her autobiography. All of her sentences were very short and simple; some of them even look alike. "Technically correct sentences tend to create a sing-song pattern and lure the readers to sleep." CH's writing does not match the description of level 4 because the text was not even fluent enough to be "pleasant or businesslike". Overall, her writing was rather stiff and basic although the meaning was clear.
	Last but not least, CH's word choice was on level 4. For this part, I believe that her ability falls in between 3 and 4. The writing matches many descriptions of level 4: It was functional, marked by everyday verbs and adjectives, and clearly CH was not really refining most of her words. In the meantime, some of level 3 features were noticeable such as no attempts at colorful or figurative language. I was not sure which level would better represent CH's word choice proficiency, but I finally decided level 4 would be more appropriate.
	To sum up, CH was categorized as on level 4 in 4 out of the 6 aspects of the rubric, and on level 3 of the other 2. As far as I'm concerned, CH has limited writing ability, especially regarding the overall flow of the writing. Less clear organization, stiff transition as well as mechanical sentences are all important contributors to the unnatural writing style. But her level of proficiency was definitely sufficient for a general English class, as well as for her daily life. 
Part V. Instructional Recommendations and Assessment Plan
Instructional Recommendations
	Looking at the overall English proficiency of my participant CH in terms of her oral language, reading and writing skills, I have come to the following conclusion that is my foundation of developing an appropriate instructional plan. First of all, I would say her strongest part is definitely her reading, which is much more advanced than both speaking and writing. I believe this kind of situation has everything to do with CH's prior experience before coming to the U.S. A large proportion of her past English schooling was focusing on reading instead of other language skills. In addition, CH mentioned that her job required her to keep track of international news. Secondly, for both writing and speaking, CH has a limited or intermediate level of proficiency. While writing skill is not frequently needed for survival English, limited speaking skill, for example, lack of vocabularies and grammatical knowledge can still greatly hold CH's expressive skill in English. Moreover, based on my observation, CH' self-confidence is not high either, which might also be the outcome of her limited speaking skill. Instruction should be very closely related student's learning goal (Harmer, 1991). Therefore, taking the class focus as well as CH's practical needs into consideration, I would recommend keeping the main focus on communicative skill, while integrating some writing and reading practice in the classroom.
	To begin with, as mentioned before, I believe that the insufficient vocabularies and grammatical knowledge are the two main weaknesses that are hindering my participant's English speaking development. I would bring in CH's own interest and experience into my instruction to use them as resource (Gay, 2010). For example, one of CH's hobby here in the U.S. is to watch American TV series, which can be developed into a very beneficial activity. Parts that are more familiar in daily life, such as ordering food, shopping and discussing a topic, could be picked out. Since we are only meeting 2 hours per week, using CH's leisure time, she can review these snippets repeatedly at home, and maybe try to follow the intonation of the actors in order to improve her pronunciation. Then during class time, vocabularies and grammar points related to the snippets that I believe are helpful can be more carefully introduced and then practiced by the students, since it is argued by Brown (2007) that these should be taught inductively but not explicitly. Even if these can not always be adopted in the classroom, I still see resources like TV shows as very good materials for my participant to go through using available time. By doing this, CH can keep learning outside the classroom in a fun way, which keeps busy adult students more motivated. Moreover, unlike just going over vocabulary list and grammar books with both practical and academic items, the expressions CH learns from this way will better meet her need of daily communication. 
	Also, another thing that would be helpful for proficiency development would be more opportunities of practicing provided to the student. No matter how much new knowledge are taught, without practice, there is still no way that he can improve his English language skill. While adult students are much more reserved than younger children, my participant is particularly shy and not confident about her speaking. Therefore, I would create more small group discussions where she can be more comfortable to speak. Following up with the example given before, after watching the snippets from TV shows, I would put students into groups and give them guiding questions to discuss. Guiding questions would be carefully designed with open-ends, in order to encourage CH and other students to elaborate on each other's ideas and connect their own experiences. Student learn more from each other than they do from the teacher. CH would definitely benefit from the corrective feedbacks from both her group members and the teacher. Reading and writing can be incorporated through variations of interactive activities. Students can write down their thoughts on a certain topic, then pass their papers along to the next person to let other students build on their original thoughts. Reading through the snippet script and then create similar dialogues using target words or grammar would also be a great activity.
	All in all, improving CH's communicative skill would be my No.1 focus of CH's
 further instruction. I would recommend some informative and fun resource for her to refer to 
during spare time, and also connect these to classroom activities. Furthermore, creating opportunities for practice as many as possible is more than necessary for CH to not only improve proficiency, but also confidence. For a student like CH, carefully scaffolding the tasks and integrate the skills would be of great importance. 
Assessment Plan
	On the contrary to teachers of K-12 who usually spend more time with their students, teachers who work with adult students can not do that. My practicum classroom is a perfect example: The whole class only lasted for a semester, and some of the students just stopped showing up because of other matters going on in their lives. However, the situation can differ from program to program. In order to give an assessment plan more accordingly, I would still take my practicum teaching setting as an example and assume that I would teach students like CH again. Considering that most of these students' current learning goal is to improve English speaking for daily communication, and the class is a community class which last for only one semester, I would have both standardized and authentic assessments at the beginning, and then formative assessments throughout the semester. 
	First and most importantly, learners' background and prior experiences are extremely important to the quality of curriculum design and classroom instruction (Risko & Walker-Dahlhouse, 2012). This is even more true for the adult learners since they have been shaped by their life experience for much longer. Therefore, it is definitely necessary that I assess my students' initial English language proficiency, as well as other elements such as L1 proficiency and cultural background which might influence their learning before starting the semester. Both standardized assessment and authentic assessment should be conducted. 
	As a great tool of comparing students with less bias (Brown, 2010), I would be able to get a general idea of where each of my student stand, as well as identify the higher and lower ones while thinking about differentiating instruction for various levels. An assessment such as WMLS which I did with CH would be great to adopt in my future teaching: It focuses on oral language ability while also touches a little bit of reading and writing. In addition, an interview would be given to my students on a one-on-one basis. The content of the interview should be about collecting information about the student, including their linguistic and cultural background, prior schooling, personalities, hobbies and etc. By having a conversation with the students, more detailed information of each student can be provided. Observational protocols such as SOLOM should also be used to evaluate different aspects of student oral language ability. 
	Then during the semester, authentic assessments that serve for a formative purpose would be conduced on a regular basis, for example, 2 or 3 times in one month. As mentioned by Tinajero & Hurley (2001), one of the main function of assessment is to have "washback" on the instruction. In other words, the results of assessment should be helpful for facilitating further classroom instruction. If students' learning progress is not reflected through any way, some students might get lost in the middle of the class and just fall behind. The teacher has to be aware of how and what the students are learning, and further adjust the content and teaching pace based on student understanding. In order to increase efficiency, I would rely more on authentic assessments that do not take away much instructional time. Firstly, tasks that require students to apply target knowledge and skills should be frequently assigned to the students. The teacher need to constantly and carefully observe how well each student performs, and through the observation, students' individual progress and weaknesses would be revealed. Forms such as anecdotal records can provide an insider's perspective of what a student is able to do (Boyd- Batstone, 2004). In addition, I would also like to have the students complete self-evaluations and peer-evaluations. It is much more direct way to collect feedback of class, as well as gain awareness of students' content understanding and further question. Peer-evaluations would offer a total different perspective, which helps developing a more comprehensive evaluation of a student's learning. 
	In conclusion, my assessment plan for a classroom similar to my practicum placement would be as follow. Pre-instructional assessments would be given to students for the purpose of gathering student proficiency levels and other influencing background information; also formative assessments including task observation and self/peer-evaluations would be used to provide further guidance of appropriate instruction refining.  
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Introduction
	On September 10th, 2015, we paid a visit to one of the teaching sites of ESL to Go program. ESL to Go is a program of the Tennessee Foreign Language Institute where free ESL classes are provided to refugees in Nashville area. 
	There are in total four levels of ESL courses that are offered in the program, which are literacy, intro, beginning and intermediate. I was able to observe in both the literacy and intermediate classes for 15 minutes each. This paper is divided into two part: firstly a brief review of my observation in the school site, and then some reflections and suggestions from my own perspective. 
Observation
	The first class we observed was the literacy level class. There were in total 9 students in the literacy class. Most of them were from Bhutan, and except for one male, other students were all female. 
	Most of the students had very limited or even no proficiency in English language, therefore the class content was about the alphabets. The teacher mainly focused on teaching the students how to read and write the letters, also helping them memorize the order. The pace of teaching was rather slow. During the 15 minutes, only two letters from the last class were reviewed and one new letter was taught. The teacher explained that this is for not exceeding the students’ learning speed since many of them didn't have the opportunity to receive proper education back in their home country. The teacher first gave out pieces of paper to the students, then she demonstrated how to write the letters on the whiteboard a few times and left enough time for the students to write it down on their paper repeatedly. Using cards of many capital letters and small letters, instead of just telling the information, the teacher encouraged the students to pronounce each letter by themselves, as well as put them into the right order which helped recognizing and memorizing. In the literacy classroom, the teacher was the person who was talking the most. However, because it would be overwhelming if the students could not understand what the teaching was saying, the vocabularies used in class were very simple and basic, such as “good”, “yes”, “this” and “that”.  No long or complicated sentences was used, on the contrary gestures, various changes of speaking tones and repeated instructions were involved in the teaching approach to make the instructions easier for beginners to understand.
	After observing in the literacy level class, we visited the intermediate level class where 13 students attended. The students were from different countries such as Iraq, Syria and Pakistan. When we walked in, the teacher and the students were learning about the field of medical service. Every student had a picture in their hands, and they were asked to describe what was happening in the picture using the relevant vocabularies they just learned. Under the guidance of the teacher, students then placed the pictures in a logical order and told the whole story together. The second activities was that after going through a list of medical specialists, the student were given different cards with the name of a specialist written on it. All of them had to read the name out loud and then explained to the class what is the specialist’s field of work. By doing this, the whole class gained a better understanding of the vocabularies in a more fun way rather than just memorizing the long and dry nouns alone. In this classroom, with students who had already built up vocabularies, the teacher had more liberty to talk faster and use harder words. She created a real word situation in activities, through which approach students had more access to the vocabularies that may actually occur in daily life. In contrast with the scene in the literacy classroom, students needed to speak up much more in the practice session of this class. Instead of teaching them what to do step by step, students did their exercises mostly by themselves while teacher only played more of an encouraging and correcting role. 
Reflections & Suggestions
	During my observation in the two classes of ESL to Go program, there were a few things that caught my attention. 
	Firstly, I noticed that in both literacy and intermediate level classes, the teachers allowed students to communicate with each other in their native languages. The teacher of literacy class even said that she encourage students to speak in their mother tongues. As far as I’m concerned, although it seems very minimal, the kind of action could be very beneficial for the ESL students for the following reasons. First of all de Jong (2011) claimed that language is an important symbolic tool for making sense of the world around us. For those refugees who just arrived at the United States, it is hard enough for them to be in a new language environment, let alone to learn English under all English instructions. Speaking in their mother tongue can obviously make it easier for them to help each other in making sense out of the instructions. Moreover, in this English speaking country, they might feel that maintaining their native language is devalued by the major society and learning English is not really a choice but a necessity to survive, and bilingualism achieved under this circumstance is called “circumstantial bilingualism”. (de Jong, 2011) Therefore, in order to prevent them from feeling devalued or learning English under too much pressure, the respect for their native languages can be shown through simply letting them communicate in their mother tongue in class.
	Secondly, although in both classrooms teachers tried very hard to engage students in various activities, more students of the literacy class were reluctant to interacting with the teacher and the teacher did not really push them. One obvious reason is of course the students cannot really speak English at this stage, but from my perspective the teacher was also giving them a time period for self-adjusting. In her book, Igoa (1995) stated that one characteristic that appears on all immigrant children is the silent stage, and this stage appears when their inability to communicate with peers is “caused by a language or cultural difference.” (p.38) This stage according to Igoa, is only shared by immigrant children, due to culture shock, their emotions and fears make them adopt the mechanism of silence. (1995) However from my own experience, adults definitely share some of the same feelings with children. When I first arrived at South Korea as an exchange student, even given the fact that I was able to speak Korean, I was still so nervous about speaking to local people. It should be even harder for the refugees since they have been through a lot than just the “uprooting phenomenon”. (Igoa, 1995, p.  38) It is normal to not be as active in class, and the teacher should be given credits for providing enough time and space for their unprepared students to just absorb and observe quietly.
	Last but not least, there is this part of the teaching method that I think has space to be further improved. When observing in the intermediate classroom, I realized that the course content is designed based on the real situations the students may face in the future. But when focusing on the students’ future, I feel like there was little attention from the teacher towards the students’ past. It might seem less critical at the beginning level because everyone has to obtain the same basic knowledge of English language. However, as reaching a higher level of proficiency which leads to more options and directions, the materials should be assigned more accordingly. According to Risco & Walker-Dahlhouse (2012), by taking consideration of students’ home and community resource or fund of knowledge, teachers are able to organize classroom instructions of a higher quality. Furthermore, refugee students might be traumatized by their previous experience, so giving mental support in the class by bonding with their background can also be helpful. In order to do this, apart from the contents that help in the future, such as medical and financial vocabularies, the concept of “classroom fund of knowledge” (Allen, 2007, p. 44) can be applied. Reading materials related to the students native countries and cultures, as well as activities such as introducing their previous jobs or lives shall be adopted. In my opinion, through this kind of activities, it would be easier for students to comprehend the materials and engage in the classroom. Moreover, by showing them that their background is being valued and preserved while trying to fit in the major society, students are less likely to feel overwhelmed or stressed out because of the whole new environment. 
	To sum up, the instructional methods and attitudes conducted by the teachers are very commendable since having adult refugees as ESL students is a very hard task. However, if the various backgrounds of these students can be more emphasized as an important resource when designing curriculum, a warmer relationship and greater improvement on English proficiency may appear as a positive outcome. 
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Explore Paper
	On September 30th, 2015, we were offered this great opportunity to meet with three guest speakers who works with different non-profit organizations helping immigrants and English Learners here in Nashville. I was very much inspired by some of the legal issues they mentioned during the meeting that are related to English Language Learners, as well as the advices they gave to the future teacher group. In this paper, I will first draw a timeline of some major laws, policies and judicial rulings which have an impact on the schools in Nashville and Tennessee. Then there will be a reflection in the second part on how these might be influential to me and my future classroom.
I. Judicial Rulings
Meyer v. Nebraska  1923
In 1919, the state of Nebraska passed a law that forbid anyone from teaching any subjects in any languages except for English (Malakoff, 1990). Considering this law as a violation of people's liberty, the Supreme Court struck it down. Just like oe Jong (2011) mentioned, No compelling state interest could limit parents' right to decide what kind of education their children would receive.
Lau v. Nichols 1974
This civil right case involved about 1,800 Chinese students. The parents claimed that no special help was offered in school to their children. The Supreme Court ruled in favor of these students. It urged the district to provide some form of language service to these students but did not specify how (de Jong, 2011).
Castañeda v. Pickard  1981
For the first time, three prongs were established to determine whether districts had taken appropriate actions to fulfill the needs of the limited English proficiency students. De Jong (2011) summarized that the criteria focus on theoretical guidance, sufficient resources and program effectiveness. 
Plyer v. Doe  1982
The decision of this case struck down a state statute of Texas denying funding for undocumented immigrant children. The court concluded that all students have the same right to receive education (de Jong, 2011). The case provided the judicial supports for the undocumented children's basic educational rights, which may be the first step for them to receive proper English language education.
II. Federal and State Policies
Bilingual Education Act and Reauthorizations  1968, 1974, 1978, 1984, 1988, 1994
The BEA act was one of the most important policy in the US history because it "was the first comprehensive federal intervention in the schooling of language minority students" (de Jong, 2011, pp. 135) In the reauthorization of 1974, a definition of bilingual education was given, and the eligibility criteria of poverty was dropped (Garcia, 2005). In the next three reauthorizations, more focus and funding went to transitional bilingual programs and special alternative instructional programs. Then in 1994, preference was given to programs that develop bilingual proficiency for all participating students for the development of both the students and the nation (de Jong). Finally in 2001, BEA was discontinued. 
No Child Left Behind   2001
NCLB represents a huge change of government's role and federal educational policy in general. De Jong (2011) explains that one of the main strategies to accomplish the goal of NCLB is through standardized testing. For ELLs, they are exempted from taking the reading test for one year, but they have to take the math test in their first year. It also has a significant impact on course offering (Menken, 2008). Linguistic and cultural diversity were no longer valued as much under the pressure of standardized test (in English) (de Jong, 2011).
Tennesse Official and Legal Language 1984
English is established as the official language of Tennessee. All instructions in the public schools and colleges in Tennessee have to be conducted in English unless it is required by the course nature. 
Tennessee ESL Program Policy  2005
In consistent with Title VI of the Civil Rights Act of 1965 and T.C.A 4- 21-90, states, districts, and schools have to provide specialized programs for LEP students. This policy is designed in order to set minimum requirements as well as provide a framework. More detailed components such as anti-discriminatory policies and practices and parental notification and rights (Tennessee State Board of Education, 2005)
III. Reflection 
There is no doubt that the major rulings and policies mentioned in the first two parts all have significant impact on the education of English Language Learners. Take the Lau v. Nichols case for example. According to Garcia (2005), the decision of this case is “the landmark statement of the rights of language-minority students”.  Ever since this case, those non-English speakers had the opportunities to receive help improving their English proficiency. Without this case, the field of TESOL would not have developed in the same way. Also it was the Bilingual Education Act in 1968 which opened the door of bilingual education and programs to the LEP students. However, due the space limit, I would like to mainly talk about the potential impact of the Plyler v. Doe case, as well as the No Child Left Behind Act.
1. Plyler v. Doe case
     As mentioned in Part I, the focus of this case was the schooling right of the children who had not been legally admitted to the U.S. (de Jong, 2011). The court argued that not giving these children the access to education "imposes a lifetime hardship on a discrete class of children not accountable for their disabling status" (Plyler v. Doe, 1982).
      I definitely think this policy has a beyond positive influence. First of all, giving the equal educational opportunity to all children is something that every teacher would love to see, and from a realistic perspective, the enrollment of these students might lead to more job opportunities for teachers. Secondly, school districts have the obligation to offer special education in order to eliminate educational discrimination (Garcia, 2005). Many of the undocumented children might be English language learners. Therefore, the decision of this case is the very first step for these children to have access to English educations. With the special help, they will be able to better fit in major society soon. Moreover, in many cases the child is the only person who can speak English in an immigrant family (Allen, 2007). Having an English speaker at home would make a huge difference for the undocumented parents and the whole family as well. I am particularly interested in this case because it reminds me about what I learned at the meeting with the guest speakers. Eben Cathey, who works with the Tennessee Immigrant and Refugee Rights Coalition, mentioned that protecting the rights of undocumented students is one of the main legal issues his organization deals with. Because of these students' undocumented status, they still experience huge barriers when trying to go to college (Eben Cathey, personal communication, September 30, 2015). According to an article posted on the Tennessean, although Tennessee is weighing on give eligible undocumented students in-state tuition, the inequality still exists (Tamburin, 2015).In order to provide help in a longer term to the ELL students and families, schools and teachers should be prepared to contact legal help for them whenever there is need. 
2. No Child Left Behind Act
     Articles posted online indicates many school are shifting from bilingual to English-only policy because of NCLB's emphasize of English language, which is tough for ELLs there (Ramsey, 2015). Nevertheless, as mentioned before, less attention is put on the linguistic and cultural diversities (de Jong, 2011). While maintaining their native language is a very important approach to these children to keep their cultural identity, without positively using the students' cultural and linguistic background, it would be hard for the teacher to create a high quality classroom for all students (Risco & Walker-Dahlhouse, 2012). In addition, the NCLB Act is counting to much on standardized testing to evaluate the students. The goal was to ensure that all children will meet grade level expectations by 2014, but this was not accomplished (Jim Cracraft, personal communication, September 25, 2015). 
     As a future language teacher, I do not see the act as fair for native speakers and ELL students. According to de Jong (2011), NCLB has specific provisions for ELLs that they can their reading test for their first year in the U.S. However, ELLs sometimes are required to do it in order to maintain the participation rate, and as long as the math test is in English, there is no way the ELLs can perform as well simply because they don't understand. Furthermore, just like the one year limitation of attending bilingual program (Garcia 2005), the one year exemption for standardized test is by now means sufficient for every ELL to obtain certain level of proficiency. This kind of regulation will definitely put more pressure on both the language teachers and students. Under the rush, students might easily feel frustrated and lose interest, which directly contributes to negative academic outcomes. 
     All in all, Plyler v. Doe case was a very critical push on undocumented ELL students' journey to equal educational rights, but sufficient access to legal help should also be offered in order to help these students pursue the ultimate goal of getting a better life in the U.S.. No Child Left Behind Act was designed to help every student accomplish the same academic achievement, however, it is particularly hard for ELLs. Further adjustments and improvements of this policy are definitely needed in order to ensure equality. 
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Experience Paper
	On October 24, we went on a field trip to Nolensville Pike where a great number of immigrants settle down. In this paper, firstly, a description of the community will be given. Then there will be a discussion on how the community literacies can be implemented in my future classroom. In the last part, I will share some of my ideas on using community literacies to help teachers become familiar with the community.
I. Description of the Community
	Nolensville Pike is one of the most socially diverse areas in Nashville (Haruch, 2013). According to Lind (2013), after a tortilla factory was opened by an entrepreneur in the early 1990s, many immigrants from Mexico, Honduras, Guatemala and Panama moved to the area for job opportunities, which then attracted more new arrivals. Nolensville Pike now is 21st-century immigrants' favourite destination here in Nashville. 
	A first relocated population of Kurds drew other Kurds, Iraqis and Turks. Refugees from Vietnam drew others including Laotians, Burmese and Nepalese (Lind, 2013). Along with immigrants from countries such as China and Korea, the different backgrounds of its residents made Nolensville Pike a community with great cultural and linguistic diversity. Moreover, many immigrants have started their own business in the area. Driving on Nolensville Pike, international businesses such as grocery stores, restaurants, and automotive shops were everywhere. While these businesses help on improving the economic status of immigrant and refugee families, they also act as economy boosters and employment providers for the region (Alfs, 2014).
	During our field trip, we went to in total four place. The first place we visited was Casa Azafran. It is both a community center where events are held and home to many nonprofits. Like shown in picture 1, Casa Azafran has places for diverse activities, also great events are being provided here (see picture 2). The nonprofit partners of Casa Azafran offer services in education, legal, health care and the arts to immigrants, refugees and the whole community ("A home for all", n.d.). Then we took a tour in the K&S World Market where grocery goods from all over the world are provided (see picture 3). As a small group, my teammates and I then went to Fiesta E-Mart and Baklava Cafe. Fiesta E-Mart is similar to K&S where a lot of Asian goods are being sold like shown in picture 4. Baklava Cafe serves middle-eastern style desserts and hookah (see picture 5). The store owner actually shared many of his and his families' experiences as immigrants here in the United States, as well as information on other nearby stores and the whole community.
II. Implementing Community Literacies
	During our field trip, I gathered many texts and artifacts which might be helpful materials that could be used in my future classroom practices.  
	Firstly, I noticed that in the K&S World Market, there were products with descriptions written in multiple languages. For example, in picture 6, the description of this soybean drink was given in three languages. This enlightened me that maybe a translation activity could be great in classroom. I would ask the students to bring one product which packaging has their native language written on it, and then translate what the description is saying into English. After translating the words, they can then design their own packaging of the products and present it to the whole class. 
	Instead of just handing out materials in English and explain the parts that students can not understand, it is easier to engage them by letting them do their own translation. After encountering new vocabularies in their own learning process, it is more likely that they will remember better than just reading the words from a textbook. Moreover, studies have documented the interconnectedness of the two languages of bilingual learners, as well as some effective strategies used such as the use of cognates and comparing the writing systems (de Jong, 2011). By doing translation, the students are offered the opportunity to take a closer look into the similarities and differences between the two language systems. Besides, Cummin's Interdependence Hypothesis also claims that general concepts and knowledge developed in the first language are used to learn content in the second language (de Jong, 2011). For this reason, adapting texts in the first language in class may actually help develop the students' English language skill more rapidly.
	Secondly, inspired by all the different kinds of food being sold in the supermarkets, I hope that I can have every student to do a presentation on their traditional food that is not too hard to cook. The students need to collect pictures and information around their community about how the food looks like, as well as where to buy it or some key ingredients. Then they should ask for their parents' help on creating a simple recipe. Parents can help make the food and bring it on the day of presentation, in which way the whole class and all parents can try traditional foods and learn about new cultures together. 
	One of the greatest value of this activity is that this approach makes it possible for teachers to better understand certain aspects of their students' world and to build more meaningful relationships with them (Jiménez, Smith & Teague, 2009). Through this activity, not only the teacher can show respect for the students' background, but also the whole class can gain understanding on each other. A closer relationship will be built on a class basis. In addition, family engagement is actually one of the best ways to connect homes to school literacy learning (Allen, 2007). Getting parents involved in the classroom activities would create a welcoming atmosphere of immigrant families, and caring from the teacher can be very action-provoking for both the students and the parents (Gay, 2010). Nevertheless, increasing communication between teacher and parents will lead to greater integrate support for the students. 
III. Becoming Familiar with the Community
	It is very natural for teachers to experience barriers when trying to learn more the local community, especially when they are already busy with teaching and taking care of students at school. The lack of resource and limited access to community lives can also be important contributors. However, through community literacy project, teachers have a better chance in getting familiar with the local community.  
	First of all, while arranging classroom activities that are connected with community literacies, teachers can at least have a peek at certain aspects of the community from the students' performance. For example, when listening to students' presentations on translating product description, the teacher can learn about what kind of languages are used by people in the local community. Through diverse activities in the classroom, teachers are able to gather some general knowledge about the community. Students to be the experts and share knowledge of the local area with their teacher. 
	Another approach is that teachers can go on field trip. Just like our field trip on October 24, visiting supermarkets, community centers and restaurants can be great opportunities to gain more insights on community lives. For instance, in community center like Casa Azafran, teachers can listen to lectures given by community leaders to keep up with current issues. Talking to store owners and attending classes offered in the center are also practicable ideas. 
	However, in order to get deeper understanding for lives in the local community, I would recommend teachers to also pay visits to his/her students' families. On one hand, observing in a real household provides more details and perspectives than any other activities do. On the other hand, while learning more about the community, it is always better to learn more about the students' family background.
	All in all, enlightened by my observations during this field trip, I believe that community literacy can serve as a great resource in regard to designing activities for classroom practices. Furthermore, this kind of community literacy project implemented in the classroom, along with some further activities such as field trip and home visits, can also help the teachers know better about the local community.
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[bookmark: _Toc476154020]Artifact E: Final Report of Case Study
Introduction to the Participant
Cognitive Background 
	General Information. The case study participant I have been working with is called Dean (pseudonym). He is a 23-year-old male student who is originally from China. Dean is a first year graduate student here at Vanderbilt University. He has just moved to the United States in August, 2015, and this is his first time to be in the States. 
	Family Background. Dean comes from Shanghai, China. Born as the only child in a middle-class family in the biggest city in China, Dean was provided a carefree and happy childhood. Dean's parents are well-educated. Both of them got their Bachelor's Degrees in college and are currently working as white scholars in different enterprises. Therefore, it is safe to infer that Dean's family has a rather high socioeconomic status. However, in their generation, English education was not a universal thing, for this reason they don't really have high English proficiency.
	Educational Background. Dean's parents paid a lot of attention on Dean's education. Growing up, Dean had much more great educational opportunities provided to him than other average Chinese students. From elementary school to high school, Dean has always attended those best ones in the Shanghai area where teaching quality and the amount of the resources available were all on a high level. His parents also sent him to extracurricular activities, including summer camp, lectures presented by famous teachers which benefitted his study very much. Dean told me that he was always good at subjects such as math and physics, and that is a normal phenomenon for a lot of boys. He even participated in Olympiad Math competitions for a few times when he was in middle school. After graduating from high school, Dean was enrolled in a well-know university which is also located in Shanghai. He majored in Electronic Engineering. Right now Dean is pursuing his Master's Degree in Electronic Engineering at Vanderbilt University. He has never been an exchange student in other countries throughout his college life, so this is Dean's first time to study in an English speaking country. 
	Personality. Dean and I are good friends. In terms of his characteristics, Dean is a rather quiet and shy person who is definitely not as talkative or outgoing. So despite the fact that we have many mutual friends, prior to Dean becoming my case study participant, we only talked briefly several times. I did not know much about his linguistic as well as cognitive background either. Other than being introverted, Dean also appeared to be less confident to use English language. Due to this reason, Dean is mostly still surrounded by his Chinese friends. In addition, when trying to collect oral language samples with Dean, it was hard to encourage him to speak more. There was this one time I had to stop recording, and explain to him why I need him to give longer answers in order to analyze his performance. Dean was also afraid of making mistakes, so he just chose to talk less. For example, most of the time after hesitation, Dean would just give up what is left to be said and wrap his sentence up with "Yeah". Moreover, after giving me his writing samples, Dean was not confident about the quality either. Still, after working together, I gained much more knowledge on Dean, and also how all this places an influence on his English language ability.
Linguistic Background
	First Language. Dean's mother tongue is Mandarin. Although many people who are born in Shanghai don't speak Mandarin that often, Dean is not one of them. Dean is with no doubt deeply influenced by his family. Dean's parents are not originally from Shanghai; they were born and raised in the northern part of China, but Dean did not really specify on where exactly. Therefore, Shanghai Dialect, which is very different from Mandarin, is not normally used between Dean's family members. Moreover, in school, using Mandarin is one of the basic requirements for both teachers and students. For this reason, the communication between Dean and his classmates was mostly in Mandarin too. Both Dean's family and school environments resulted in Dean's incapability in speaking Shanghai Dialect. Mandarin is actually the only Chinese dialect that Dean can speak fluently. 
     Obviously, Dean was exposed in the Chinese language environment ever since he was born. As every other child in the world, he learned how to speak and listen through his natural connections with the outside world. In China, although varies from area to area, the education of Mandarin tends to start quite early. Since he gradually began to speak, his grandparents started teaching him how to read simple Chinese characters. Then in kindergarten, Chinese Pinyin (rules of Chinese pronunciation) also became one of the subjects that Dean needed to learn. First grade was when Dean first received training on actual reading and writing in Chinese. Since then, all aspects of his Chinese language ability have been developing non-stop and simultaneously. 
	Second Language. Other than Mandarin, Dean can also speak English as his second language only with a lower proficiency. He does not speak a third language. 
     Dean's English learning journey began in the third grade, when he was about nine years old. Till now, Dean has been learning English for about 14 years. Even since Dean started attending English classes in elementary school, he has been in traditional Chinese style classrooms where students' main role is to sit quietly and listen. According to Dean, he basically received all his English instructions at school, which are the standardized ones and the same for every student. He did not really take many extra English classes in his leisure time, since he was more focused on subjects like math. The only extra English education Dean received was during the preparation of his application of graduate schools here in the U.S.. Dean took some GRE and TOEFL courses in order to get into a better school with better test scores. 
     In Chinese elementary school, the English instructions given to all children are more focused on simple words and common expressions. In text books, usually there will be a section of nouns such as "apple" and "school", as well as short sentences like "Hello!" and "How are you?" that will be mentioned later in the text. Then teachers will play the audio version of the texts and lead the students to read them. At this stage, no knowledge on grammar is really introduced. In higher grades, students gradually start to do output, for example creating simple sentences, by imitating texts they have already memorized. Some schools already teach students about the International Phonetic System, but the school Dean attended did not do so. 
    Later in middle school and high school, the focus of English classes really turns to producing higher grades in National College Entrance Examination. According to Dean, in class teachers would spend a great amount of time to go over complicated grammatical rules, have the students memorize those and then quiz them again and again. Students are also asked to memorize vocabularies during their time out of school then have those tested in class too. However, due the the lack of practice and implementation in real context, students are not proficient with the knowledge. 
     In college, even though he did not major in English, Dean was still required to take English classes since English was a mandatory subject in China. But not much of Dean's attention was really put on English. His English classroom was always full of over 50 students who was just trying to pass the standardized test in order to graduate. Dean told me that he was not really learning anything from college English education. It was more like a requirement to him. 
     Except for the GRE and TOEFL courses which had separated time for listening, speaking, reading and writing, even back in college, Dean had not experienced English classes that focus on one particular English language skills. However, the preference given to some aspects was unavoidable due to the limitation of time and teachers' capability. Nevertheless, Dean never really had opportunities to communicate with native English Speakers or sufficient exposure to English language.
     Right now, all Dean's classes at Vanderbilt University are in English. According to Dean, he has to complete certain amount of required reading before class, discuss his project with professors and classmates, as well as write his assignment all in English. He admitted that it was quite challenging for him at the beginning, but he is now getting use to it. 
	L1 & L2. Mandarin Chinese, as the mother tongue of Dean, is very different from his second language English in terms of many aspects. For example, when constructing English sentences, a person must strictly follow every grammatical rule. But in Chinese, the sentence is correct as long as it expresses a complete and logical idea. Also, English language values variation, the repetition of an exact same word or expression should be avoided. However, repetition is considered as a sign of coherency and it is not as much of a negative feature. Other things such as the English using alphabet and Chinese using a logographic system for written language, all contribute to the huge difference between theses two languages. When being asked about the comparison of the Chinese and English, Dean actually admitted that learning English is so hard for them because the two fully separated language systems have to be working for him at the same time. 
Description of Language Ability
     In this part, I will give a description of both Dean's oral and written language abilities. The description .
Phonology
	Areas of Improvement. Based my oral example used to complete this analysis, there are mainly areas that I found Dean had more space for further progress.
	Pronunciation. One of the main areas that Dean needs to further improve is his pronunciation. Dean had some troubles with pronuncing both vowels and consonants correctly. Also he Following are some examples that can provide a clearer insight on Dean's performance. 
	Example 1: Chinese or Englaysh (/'ɪŋɡleɪʃ /)?   
	Example 2: Basicallay (/'beɪseɪkleɪ/) at home.     
	Example 3: TV sereies (/si:reɪz/, series) which I was wartching(watching) for last month...
	In terms of vowels, despite some random mistakes, I noticed that Dean struggled repeatedly to differentiate certain vowels. In example 1, the word "English" got pronounced more like /'ɪŋɡleɪʃ /, with the vowel /ɪ/ replaced by /eɪ/. The same thing happened again in example 2 and 3.
	Example 4: This (/dɪs/, these) episodes (/ɛpi:sodz/)  give us a show of middle (/mɪ:dəl/) eastern countries (/kəntreɪz/).
	However, there were also times when Dean pronounced /ɪ/ like something else. Like shown in example 4, Dean was mixing the /ɪ/ sound with /ɪ:/, incorrectly use one while the other one should really be used. 
	Example 5: The toupic (/'taʊpɪk/) I'm going to toulk(/ˈtaʊk/) about today... the boy coulled (/kaʊd/, called) Sami and the girl coulled (/kaʊd/) Emma.
	Example 5 was clear about Dean's challenge with distinguishing /ɔ/ and /aʊ/. It is very unlikely to be a one-time variation since in an example with only 16 words, the /ɔ/ sound was said wrongly 4 times. 
	Example 6: Dey (/deɪ/, they) killed many people just for... 
	Example 7: His brother is a russless (/ˈrusləs/, ruthless) man.
	Example 8: I sink (/sɪŋkə/) dat (/dætə/) is the reason why I like it. 
	Like shown in the above three examples, the most noticeable variant of consonants, which is also a very common one for a lot of other Chinese people, is how to pronounce the letter combination of "th".  Somehow Dean managed to differentiate /θ/ from /ð/ since he was saying every /θ/ more like /s/ and /ð/ like /d/. However, he was not able to pronounce either of them accurately.
	Example 9: The whole TV sereies episodes are about (/əbawtə/)... en... talking about(/əbawtə/)... 
	Example 10: Speak (/spi:kə/) English? When I talk to professors. When I communicate with local Americans most of the time it is English.
	The about two examples shows another variation of Dean's pronunciation. For those words end with a consonant, Dean sometimes would unconsciously put a vowel in the very end of the word, which is usually an /ə/ sound.
	Fluency.
	Example 1: D: Eh (a sound between /a:/ and /ɔ:/)… maybe… en(/ɛn/, um)...
	Example 2:  D: His elder brother who is called (making the end sound of /d/ very long)... Jamel (again making long end sound)... 
	Other than pronunciation, the other area that might need further improvement is Dean's overall fluency. From the first example here, we can see that instead of using expressions such as "well" or "um", Dean chose mainly "eh" and "en", which are more of Chinese-style marks of hesitation. These works are definitely not often used by English speakers when they pause between sentences, so it might sound strange hearing Dean using these sounds. In addition, Dean was also making a longer end-sound of a word when he was not sure what to say next and needed a little bit time to think. All these might seem usual to be applied in a English language context.
	Strengths. In terms of the aspects that Dean did well, basing on the oral language samples collected, the most basic thing is that overall his speech was understandable. Dean did have some phonological variations, however they did not really influence my conprehension on his oral speaking. 
	Example 1: When I speak in English, I often forget to use de(the) past tense.
	As we can see from the example above, Dean had this error, saying the word "the" with a sound more like "de". But the meaning of the whole sentence was not affected at all; I was still able to catch his meaning. 
	Another strength of Dean's phonological ability that I found was that he was able to produce liaisons when speaking. 
	Example 2: Maybe half an hour (/hæfə/ /nawər/) per day talk to my roommate. 
	In example 2, instead of saying the three words in the phrase "half an hour" one by one, Dean demonstrated his ability of connecting the pronunciations each word into a liaison. 
This feature made his oral expression sound much more natural.
Semantics
	Areas of Improvement. The biggest area Dean need to focus on that I noticed in our conversation was the lack of word diversity. Using the text analyzer on http://www.usingenglish.com, I first gained access to some general text statistics. 
	Dean's oral language sample for this analysis was collected within a more casual context. For this sample, in all 292 words Dean said, there were only 125 unique words. The lexical density, which is 42.81% and falls in the lower density rate category, indicates that the conversation was quite easy to understand. The total word count for the writing sample was 357, which includes 160 unique words. This data leads to a lexical density of 44.81%, and it is slighter than the one of the oral language sample. For a piece of writing completed for the purpose of passing an international English ability test, TOEFL, the lexical density shows the words in this writing might be too easy and informal for this kind of writing goal.
	Example 1: A typical English class is first the teacher will teach us some new words, and let us read a passage or a lecture, listen to a lecture that... and describe the main content and to discuss some idea in the text. And maybe write a sample or... maybe do some writing.
	After looking at the general data, I pulled some examples in order to best describe Dean's semantics ability. In example 1, within two sentences that contain only 51 words, the conjunction "and" was used four times. For a word so frequently used as "and", there should be plenty options for substitution. Dean could have chosen other similar conjunctions such as "then", "also" or "as well as". Instead, his preference for "and" continued through out our whole conversation. This exact word was mentioned repeatedly the most, 16 times in total. Moreover, it turned out that there were actually no synonyms of "and" mentioned in this sample.
	Except for this particular word, Dean's failure to unconsciously use synonyms appeared to be quite obvious in the whole text. 
	Example 2: Dean: ... Maybe... Because I have a Chinese roommate, I have... We should speak a lot of Chinese everyday. 
Bohan: Can you elaborate a little bit?
Dean: Maybe we will speak Chinese...
	Example 3: Dean: Maybe... Maybe half an hour a day talk to my American roommate. 
Bohan: Um OK. Where do you usually speak English the most? 
Dean: Maybe when I talk to my professors about the project I'm doing. That's the time when I speak English most. 
	Example 2 and 3 are stated here to show how often the other word "maybe" was used.
In both of these two examples, "maybe" was used in two consecutive answers of Dean. Served as the the only word he used expressing assumption, "maybe" was repeated over 10 times. Other words such as "when", "discuss" and "good" were all used over 5 times without being replaced by any synonyms, which also clearly showed Dean's non-proficiency on creating word diversity.
	Example 4: Bohan: Have you taken any other classes?
D: I take some TOEFL classes and GRE classes outside school to prepare for the test.
	Another thing that caught my attention was that after hearing my questions or responses, Dean often followed some of my words or expressions instead of choosing something else by himself. The verb "take" in example 4 could be easily replaced by substitutions such as "attend" or "have", but those didn't really occur to Dean when he was searching for expressions in his mind. There is no doubt that it is much more convenient for him to just copy my words without changing them, however, while English language put values on language variety, Dean's performance reflects that he is still unfamiliar with the English language customs.
	The third aspect of further improvement was revealed in the writing sample. Although the problem of repeated words still existed, Dean's inappropriate word choices was the area he might have to keep making efforts on the most. Dean's written language sample collected for this particular analysis was a piece he completed when he was practicing for the writing test of International English Language Testing System in order to apply for U.S. graduate schools. Therefor it is more academically oriented than writing forms such as personal diary, and the tone of the language should be more formal. According to the IELTS Writing Band Descriptors, the requirements for getting a 6 out of 9 points include "attempts to use less common vocabulary but with some inaccuracy" as well as "uses an adequate range of vocabulary for the task"  (China IELTS, 2015, pdf/ UOBDs_WritingT2.pdf). In the 357 words of this writing piece, about 80% of the words consisted of less than 5 letters. Only 14 words were categorized as "hard words" with three or more syllables by the text analyzer on http://www.usingenglish.com. This statistic states that there was almost no complex or sophisticated word choices, the overall usage of lexical items is over-simplified, as least for a piece written for an academic purpose. 
	Moreover, many oral English expressions appear in the content. 
	Example 5: First, it’s a common knowledge that getting up early is a pretty good habit for our health. 
	Example 6: If I stay up late, I will feel very sleepy...
	The expression "pretty good" which appeared in example 5 is with no doubt very often used by native English speakers However it is mostly used in spoken English since the tone is very casual. Obviously, it is inappropriate and too weak to be applied in IELTS writing. A more proficient English speaker would have replaced it by other expressions such as "highly beneficial" but Dean did not realize the problem. Also in example 6, the sentence is quite basic for even a daily English conversation between friends; it actually sounds like something a child would say. It is quite surprising that this sentence is part of an academic writing piece, and this is definitely a perfect reflection of Dean's inappropriate choice of word.
	Strengths. Although lacking variety in vocabulary, Dean still managed to convey his
ideas to me without noticeable misunderstandings and difficulties. 
	Furthermore, different from some people's habit of choosing formal expressions in oral speaking on purpose, which could be quite overwhelming for others, Dean did a great job in keeping the language tone of our conversation as casual and comfortable as possible. Nevertheless, there was no inaccuracy of his word choices in both the oral and writing samples. All Dean's expressions were precise in delivering certain messages, it is clear that he used them accordingly with sufficient knowledge of the meanings.
Grammar 
	Morphology. The writing sample used for grammatical skill analysis contains 271 words, while oral language language has 333 words in total. There are 312 morphemes and 21 utterances in the writing sample, while in Dean's monologue 375 morphemes and 30 utterances are counted. Therefore, after dividing the number of morphemes by the number of utterances, the MLU of his oral and writing samples are 12.5 and 14.85 respectively. In my opinion, these numbers indicate a high intermediate level of English language proficiency of Dean as a non-native speaker.
	Strength. The greatest strength of Dean's performance that I noticed was that his proficiency on using prefixes. For example, in his writing sample, words such as "unnecessary", "irresponsible" and "irrelevant" appeared quite often. 
	In addition, Dean made no mistakes on the usage of prefixes. This shows that Dean is able to use them accurately. 
	Areas of Improvement. While using prefixes with no significant difficulty, Dean did not demonstrate the same level of proficiency on his usage of suffixes. 
	Example 1: when Barry was a little boy... he escape his... um... home country...
	Example 2: It lead to the conclusion that all of media should show every detail to public. 	
	Firstly, Dean failed to use inflectional suffixes correctly many times. For instance, in example 1, Dean didn't use "ed" to indicate past tense and in example 2, the "s" for third person singular was missing. These two mistakes happened repeatedly, so it is unlikely that they are all caused by occasional carelessness. From my perspective, this might show Dean's non-proficiency on using inflectional suffixes accurately.
	Example 3: The television news or internet...... terrify events now.
     Secondly, Dean was not skillful with derivational suffixes either. The word" terrify" in example 3 should be followed by the suffix "ing", which converts it into an adjective. However, Dean didn't add "ing" and it happened twice. Seeing this example with other failed attempts of using suffixes such as "ly", it is clear that Dean needs improvement in this area.
Syntax
	Strength. Focusing on Dean's syntactic performance, one thing that should be given credit to is that there were no noticeable mistakes on word order in both samples. Overall, Dean followed the basic rules of English sentence structure very well, except for some occasional mistakes. Moreover, Dean was able to use some complicated structures to form longer utterances, especially clauses, which also proves his knowledge of English grammar. 
	Areas of Improvement. Firstly, the usage of linking devices is one of the major areas that needs further improvement. Because of the limited amount used, Dean's oral language turned out to be rather illogical sometimes. In his written language, overly simplified sentences that would be better if connected by linking devices made his work less natural. 
	Example 4: And because Barry's American, the father give the power to his elder brother...
	On the other hand, Dean's most common mistake is his over-usage of pronominal forms to avoid repetition. Like shown in Example 4, the word "his" wasn't clear about whether it was referring to Barry or the father, and this happened over 5 times through out the two samples. 
	Another area of improvement is that, occasionally incomplete sentences can be found.
	Example 5: There was a plane of Malaysia Airlines missing in March 2014...
	In the above example, Dean failed to include all the parts of this sentence in his writing. One more predicate was needed, and only after adding "went" before "missing", Dean could be expressing what he actually wanted to say.
Pragmatics
	Contexts. The oral language sample I'm going to analyze has 362 words in total. As far as I'm concerned, only situational context and social context exerted direct impacts on this conversation between Dean and me. 
	First of all, Dean's responses did not unfold under the guidance of linguistic context. Dean was not a talkative person, so he was only answering my questions. Furthermore, since this sample was a simulation of IELTS speaking test, I, as the interviewer, had the right to lead the conversation. With many of the questions I raised planned in advance, the transitions from topic to topic did not have much to do with Dean's answers.
	Secondly, the influence of situational context was rather obvious during our conversation. For example, when I was asking Dean the question "Do you have any cousins?", Dean said "In most time, I was raised all by my parents". This utterance was totally irrelevant to the topic we were talking about at that time. However, I noticed that an unstable cellphone signal lasted about 1 minute. It is very likely that Dean gave that answer because he did not catch my question clearly under the impact of bad signal. 
	Thirdly, in regard of the social context, the roles of me and Dean were quite equal. Since we are close friends, both Dean and I were rather relaxed during our talk. For instance, Dean used the word "like" 3 times in a sentence that contains only 25 words while "like" is a quite casual oral expression that is usually used by young people when talking to friends. Other expressions such as "nah" and "whatever" all indicate the equality between me and Dean. However, in the meantime, Dean understood that in this conversation, he played a role of student whose speaking skill was being tested by the interviewer. Therefore, no question was brought up by Dean. He stuck to the role of only answering the questions. 
	Grice's Maxims. From my perspective, in accordance with Grice's Maxims, Dean's strength mainly showed in following the maxims of quality and manner. On the contrast, he definitely needed improvement on following the quantity and relevance rules. 
	According to Grice (1975), the quality rule means that one must be truthful and avoid assertions with insufficient evidence. Dean was frank answering my questions about his family background. Also, he gave detailed examples for questions such as why he thought he and his father share similar characters. Dean described how he could always reach agreements with his father when making family decisions, which backed his conclusion up very well. On the other hand, Dean followed the maxims of manner too. According to Mihalicek & Wilson (2011), in order to achieve the maxims of manner, one should avoid obscurity of expression and be brief and orderly. During our conversation, none of Dean's expressions caused noticeable difficulty for me to understand. Moreover, most of his answers were all very brief and logically clear. 
	However, Dean did not do as well when it comes to the maxims of quantity and relevance. For example, being asked to elaborate more on his father's "slowness in emotion", Dean's answer was still quite general. He only talked about how his father was very good tempered and was handling things smoothly, but no further detail was provided. It was much less informative than was required, therefore it was a violation of the quantity rule (Mihalicek & Wilson, 2011). In addition, it was obvious that the maxims of relevance were not followed either. Under the relevance rule, one is not supposed to introduce random thoughts that have little to do with current topic (Byrnes & Wasik, 2009). Dean suddenly told me about the former travelling experiences of his parents in the middle of describing his family. This kind of irrelevant thoughts were introduced for about 5 times through out our conversation. It is necessary for Dean to develop the ability of concentrating on one topic. 
Assessment, Influencing Factors and Theoretical Frameworks
Overall Assessment
	Given the fact that Dean is a graduate student here in the U.S., there is no doubt that Dean's English proficiency is sufficient for him to survive in an all English language environment. Further more, from what I've seen in the samples collected and from my previous analyses, I can safely draw the conclusion that Dean is capable of using English language for a daily as well as academic purpose, which really meet the needs of a student of Engineering. However, in order to better evaluate Dean's overall English language ability and give a better insight on exactly what proficiency level Dean is currently on, I would like to refer to the Language Acquisition Chart given to us in class. 
	This chart divides English language learners into 5 levels: Reproduction, Early Production, Low Intermediate, High Intermediate Fluency and Advanced Fluency. In my opinion, Dean's English ability falls between Level 3, Low Intermediate and Level 4, High Intermediate Fluency. However, I would still put Dean's language ability in the Level 4 category, for mainly the following two reasons. 
	Firstly, Level 4 is also called "Bridging Academic Language Stage". People who have this level of English language proficiency should be able to produce academic language or at least on their way of doing so. Dean's class instructions, readings and assignments are all in English, and according to himself, he is doing fine with him studying. Therefore, as mentioned before, although not perfectly, Dean clearly has the ability of using English for an academic purpose. 
	Secondly, according to the Language Acquisition Chart, there are certain behaviors noted in the chart that ELLs should be able to conduct at this stage, and Dean is capable of doing many of those. For instance, Dean's performance definitely meets the standard of "depending on context" because the influence of linguistic, situational and social contexts was all very obvious shown in the samples. In addition, Dean was also good at aspects such as "contrast" and "explain", which are the abilities of Level 4 proficiency. When asked to comment on the differences and similarities between Chinese and English language, Dean did a good job comparing English and Chinese by giving a detailed example and explain how he comes to his conclusion. 
	Actually, there were some of Dean's behaviors that fitted the description of Level 3. For example, he made a few basic grammatical mistakes such as using the wrong verb tense and leaving the "s" off the third person singular, and his pronunciation was not perfect. However, since Dean's overall English language skill is way more advanced than just a Level 3, I would still place him in Level 4.
	In terms of evaluating Dean's English language ability from the perspective on writing and speaking, I would adopt the grading bands of the IELTS examination as the rationale.
	Generally speaking, Dean's writing ability is stronger than his speaking ability. Dean performance in his written language sample was in accordance with some the descriptions of a 7 point out of 9. He presented a clear position in his response to the topic, as well as a central topic within every paragraph. For grammatical range, Dean produced frequent non-error sentences. However, there were more signs that showed Dean might also fit into the 6 point category. For example, Dean demonstrated the attempt of using less common vocabulary but with some inaccuracy. He makes some errors as well in spelling and word formation as stated in the analysis before, but they did not impede communication (China IELTS, 2015, pdf/ UOBDs_WritingT2.pdf). Along with some grammatical and punctuation errors, these descriptions of Dean's performance show that he is likely to get a 6 or 6.5 out of 9 in IELTS writing test. 
	On the other hand, it is less possible for Dean to score as high in IELTS speaking test. Most of Dean's behaviors fall into the 5 point band, for example, he "produces simple speech fluently, but more complex communication causes fluency problems", as well as "uses vocabulary with limited flexibility". He did fit in the 6 point band in a few aspects, such as, he "can generally be understood throughout, though mispronunciation of individual words or sounds reduces clarity at times" (China IELTS, 2015, pdf/ UOBDs_ Speaking.pdf). However, Dean is still more like a 5 or 5.5 in terms of his speaking skill. Comparing to the 6 or 6.5 in writing, this result backs up my conclusion on Dean doing better on English writing than speaking to some extend.
Influencing Factors and Theoretical Frameworks
	As far as I'm concerned, Dean's development of second language acquisition is definitely affected by a great amount of linguistic, cognitive and sociocultural factors. In this part of my report, I will mainly discuss three factors that I consider as the most influential ones for Dean's English language acquisition.
	First of all, there is no doubt that Dean's own personality plays an important role. As mentioned before, Dean is more of an introvert. It is very easy to get along with him, however Dean does not talk much. Combined with Dean's low self-esteem when communicating in English, these two factors resulted in Dean's low productivity in English language, especially in oral speaking. It is natural for someone who is shy like Dean to find it hard to be speak more or stick to one topic. In all three oral language samples I collected, there was not one single time that Dean actually asked me a question. What Dean did was simply answering all my questions, but nothing more. In addition, Dean mentioned that although he has an American roommate, which is a perfect opportunity to practice English, he doesn't really know how to start the conversation. Moreover, the only occasion for him to talk to professors or American classmates is when they are discussing class projects. He is not comfortable with creating himself chances to use English in more other social settings. As far as I'm concerned, Dean's introversion is not that beneficial for improving his English language proficiency. The chances for him to practice English, whether with or without native speakers' help, are very much limited because he does not reach out to people. If Dean was more outgoing and talkative, he would have found that being in the U.S., this perfect language environment has provided him a great opportunity to practice his English. Not only that communicating with everyone he encounters in daily life can help him on his speaking and listening, but also professors' or friends' helps on academic writing or other aspects can be easier for Dean to seek.
	The second factor, which I also think is the main contributor, is Dean's own educational background. Dean's exposure to the English language actually started a lot earlier then many other Chinese students. Through his education, English had never been seen as something on the side either because English was one of the three main subjects of every standardized test in China.  
	However, back in China, because the frequent ignorance of writing and speaking in traditional Chinese style English classrooms, Dean have never really got many opportunities to practice much of these two skills. Dean actually mentioned this perfect example which shows clearly to which extend English classrooms in China pay attention to each aspect of students' English language ability. In the Chinese college entrance exam, 90 percent of all questions are multiple-choices questions. There is not much space for students to actually create sentences of themselves, no matter by writing them down or speaking out. The reading skill is the most critical part for getting good grades, and the listening sections also have about 20 questions. There is in fact a writing task, but writing two paragraphs with 150 words is all entering college is asking for. Lastly, the speaking skill is not a required field for this examination. 
	It is because of this kind of unbalanced attention put on aspects of students' English language ability that Dean is not as skilled in speaking and writing comparing to students from other non-English speaking countries who may experienced a different educational system. Moreover, according to the Critical Period Hypothesis (Birdsong, 2007), the best developmental period for a person to acquire a second language is during his/her childhood and adolescence. Being in the English education system in China, Dean was not able to get either sufficient exposure to the English language or balanced training on English language skills, so his development was great restrained. Although Dean now has the great environment and opportunities now, he has already passed his critical period of second language acquisition. It will be much more challenging to him to trying to obtain more native-like English as an adult.
	The last influencing factor would be the impact of Dean's first language. Baker & Trofimovich (2005) states that according to the Interaction Hypothesis, a person's L1 and L2 have deep mutual effect on each other. However, since Dean has been using Chinese for over 20 years, the influence of Chinese on English would be naturally much more noticeable than the other way around. Moreover, like briefly introduced in the first part of this report, Dean's mother tongue, Mandarin Chinese, is significantly different from English in many aspects such as sentence structure and expressions custom. The Contrastive Analysis Hypothesis claims that the bigger the difference of one aspect between L1 and L2, the harder for second language learners to learn that particular part (Wardhaugh, 1970). Dean's lack of word diversity can by interpreted from this point of view. While Chinese language see repetition as a good sign of coherency, English language considers it as negative. Because of the opposite attitude toward word repetition, it is perfectly understandable for Dean to have difficulty adopting the view of English language. For Dean's variations in phonology, it can be explained according to the Speech Learning Model, adults tend to classify L2 pronunciations using the categories of their L1 (Flege, 1995). For example, Dean was pronouncing /θ/ like /s/ and /ð/ like /d/, because in Chinese language there are no /θ/ or /ð/ sounds. So Dean turned to phonemes such as /s/ and/d/ which exist in Chinese.
Instructional Plan
	First of all, the most general and realistic suggestion that I would give Dean is too practice more in both speaking and writing. If Dean is not willing to practice, no matter what kind of instructions or opportunities is offered to him, there is still no way that he can improve his English language skill. It definitely takes great amount of efforts before one can actually become better.
	To be more specific, I would list some of my ideas for Dean's future instructions on for phonology, semantics, grammar and pragmatics respectively.
Phonology
	As far as I'm concerned, if Dean hopes to further improve his phonological skills, the very first step for him would be to consciously avoid seeking the similarity between the pronunciation of Chinese and English. When starting to learn a new language, people tend to categorize the phonemes in L2 using the sounds in their L1. It is a faster and more convenient way to memorize new sounds for sure; however, once a person begins to do that, it will be harder to get rid of the impact of their L1 pronunciation later. Personally speaking, during my experiences working with second language learners, referring too much to their L1 pronunciation system restrains their ability to speaking L2 accurately from the very beginning. Therefore, my suggestion for Dean would be considering English as an isolated language and practicing English pronunciation without thinking about Chinese.
	In addition, Dean's interest for American TV Series can be used as a beneficial and fun approach. Whiling watch the TV series which is very entertaining in the meantime, through imitating the pronunciations and intonations of the characters, Dean should be able to improve his phonological skills by following the model of native English speakers. 
Semantics
	Since the main area that Dean should be working on is to improve his word diversity, if I were Dean's English teacher, instead of just letting him memorize new vocabulary and then give him a test, which Dean had been doing for over 10 years, more diverse activities could be introduced to him to keep his interest as well as motivation. Furthermore, I will also pay more attention on review the vocabulary that have already been covered, making sure that Dean is not forgetting them after a certain period of time easily,
	For example, a learning method like word wheels is very likely to be beneficial for Dean. Putting the target word in the middle of the wheel, synonyms could be shown on the wheel surrounding the target word (Peregoy & Boyle, 2013). Dean and I would be able to discuss the meanings of these synonyms in greater detail, make comparisons between them and then maybe create some example sentences using these synonyms. This activity would be helpful for Deal's capability to more precisely used words of similar meanings in both speaking and writing. Besides, after learning new words, vocabulary journals can also be applied as a supplementary strategy for constant review. Dean can have his own journal and note definitions, example sentences and synonyms for different words. When encountering the same word again, Dean can always come back and add new information until he is eventually proficient with the word (Peregoy & Boyle, 2013).
Grammar
	After receiving years of traditional English education focusing heavily on grammatical rules, Dean's problem should not be lacking grammar knowledge. In my opinion, Dean's problem is that he doesn't not have enough implicit grammar knowledge to be used unconsciously in conversation or writing without really considering in advance (Silvia 2004). In order to assist him to further improve on this part, I would suggest Dean to increase communication in English in a more formal and academic setting. Discuss with his professors and local American classmates would be a good idea to fulfill this purpose. Corrections of his grammatical mistakes should also be provided by native language speakers as feedbacks. Since Dean might make some certain mistakes repeatedly, it is important to provide negative evidence such as pointing out his mistakes, which helps avoid repeating mistakes more efficiently (Gass & Selinker, 2008).
	I will also use an inductive approach to let Dean go through texts and materials from which grammatical rules can be inferred, and conclude the rules by himself (Silvia, 2004). The materials can be things that are not as dry, possibly lines from a popular movie. In this way, there can be output from Dean is an input process of grammatical knowledge, which actually makes memorizing less dull.
Pragmatics
	From my observation, I figured that Dean's overall pragmatics abilities were good. He was able to maintain a socially acceptable conversation with only minor problems. 
	However, with the purpose of reaching the next level, first of all, I would suggest Dean to generally spend more time on speaking. One easy way of doing this could be hanging out more with local American friends, maybe his roommate. The main obstacle preventing Dean from speaking practice is actually his introverted characteristic, so relaxing environment with friends is a rather simple start. Hopefully Dean can gradually conquer his uncomfortableness during conversation which leads to multiple problems. 
	Moreover, I would want Dean to pay extra attention on developing his descriptive ability since he had difficulty making his words more informative when facing a certain topic or theme. Methods such as doing monologues on given subjects, or picture descriptions would be pertinent learning practices.

Critical Reflection
	During this semester of taking the Educational Linguistics/Second Language Acquisition course, I have learnt a lot and improved myself as a future language teacher in many ways. In this reflection part, I would like to talk about three most basic and important things that I have learned from this particular case study.
Student Background
	Before actually starting to teach, a teacher should first know about the student's background (Allen, 2007). After completing this case study, I realized that Student's background is really what make a difference in teacher's methodology. I will take the field of second language education as an example. Student background contains so many factors that contribute to the student's second language acquisition, such as his/her prior educational background, socio-economic status, or even the intelligence level. Because the difference between students' backgrounds, when the students enter my future classroom, their second language abilities are going to vary more or less. Many of my peers have been working with adult case study participants just like me. However, because the participants all come from different background, no two of them have the identical English language ability. Teachers should really value their students' diverse background. If used properly, it can be a great resource for constructing a meaningful classroom; if not, academic improvement of students would be hard to achieve.
Individualized Instructions
	Only the recognization of the importance of student background is far less than 
enough for a teacher to conduct efficient teaching practice. In according with every student's background, current level and specific needs, individualized instructional plans should be implemented. 
	To be honest, make a every student a different plan and curriculum would be 
extremely unrealistic; not only the resources are too limited, but also it is too time and energy consuming for the teacher. However, applications of the concept such as grouping students by certain features, and provide instructions accordingly under the big umbrella of required curriculum would be a practical choice. Also, at least individualized help or assistance should be provided by the teacher. Keeping contact to the students' families and one-on-one talk time may all be helpful. As a future teacher, I would always bury in my mind that my plan should be based on my students, and mu instructions should be flexible in order to be there for them on aspects where my help is most needed.
Implementation in China
	Just like Dean, I was also a student who studied over 10 years in the traditional Chinese educational system. Student background is not valued in normal Chinese teaching philosophy; and because of the great focus we put on standardized tests, the system believes it is only fair if everyone gets the same instruction. Therefore most of the Chinese students who are on the same grade are using the text books, taking the same tests no matter where they live or what they socioeconomic status are. Although there is still a long way to go before any change can be made on the system, I would still like to forward my study and connect it to the perspective of Chinese society. Maybe one day I will be able to make a difference on the second language education in China.
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Course Information:
	My class is a general L2 class for adult students. It is offered by Nashville school as an interest class. We focus more on communicative skills. The class lasts for one semester. We meet twice a week, and each class last 90 minutes. The students are mostly college students, or well-educated working people who are interested in L2. 
Target proficiency level/standards:
             I'm using the ACTFL Proficiency Guidelines as standard. My students are currently on novice high level. At the end of the semester, I hope that they can reach intermediate low. 
My goals for student performance:
              Students will be able to communicate in conversations about a number of topics. They will have the confidence to handle short daily interaction and apply class knowledge. As for a long term goal, for example 5 years, I hope they can still pick up certain expressions from our class and apply them.

	Teacher / School:

	Bohan Du  Nashville Chinese School

	Unit Theme:

	Food

	Which “Can Do” statements for this unit will students be making progress on today?
	I can order in a restaurant.  
I can have a conversation on food/drink offers and choices.





	Which standards (5 Cs) will students be making progress on today?
	Communication; connection







	Time:
	90 min

	Materials Needed:

	Worksheet 1
Worksheet 2
Powerpoint slides



	Methodological Approach:

	Task based learning
Communicative language teaching




	What is this lesson’s connection to other lessons in this unit?
	This might be the 5th or 6th lesson of the whole unit. While the first units focus on more general knowledge on the food topic, as well as preparation for food, this part of the unit mainly focuses on the situation of eating out and related expressions.  








	Stage
	Teacher Activity
	Student Activity
	Issues Anticipated
	Time
	Materials Used

	1) Preparation
 the night before
	1. Make worksheet. 
2. Print out materials. 
	Students will review what they have learnt in previous classes, such as sentence structures, and expressions.
	Students may not review properly?
	1 hour for teacher; 30 min for students 
	

	2) Opening activity
Stand up 
and chat
	1. Give each student a worksheet 1 (see Appendix One). 
2. Explain the rules of the activity.
3. Model with one student. 
4. Answer any possible questions. 
5. Circulate during the activity. 
	1. Go talk to 5 different partners.
2. Ask questions on the work sheet. 
3. Answer with sentences including the required components (see Appendix One).
	1.Students not following the rules entirely. I think circulating would help on the matter. 
	10 min
	Worksheet 1

	3) Pre-Task
 Presentation
	1. Pass out worksheet 2 (Appendix Two). 
2. Have the students read it through, discuss it in groups and raise questions.
3. Teach the dialogues, especially expressions of showing preference. Answer students' questions as well.  
	1. Read the dialogue, discuss the content with their groups and ask questions if there is any.
2. Possibly take notes when teacher is giving presentation. 
	
	5min +25 min
	Worksheet 2
Powerpoint slides

	4) Task
Make your own listening material

	1. Group students into two people groups.
2. Introduce the activity to them. 
3. Answer questions. Circulate and offer help when necessary.  

	1. Discuss with partner and write a short dialogue.
2. Come up with two comprehension questions for the rest of the class. 
	For more struggling students, they might encounter difficulties. I would offer extra help, or pair them up with higher-level students. 
	25min
	Powerpoint slides

	5) Planning/Report
	Give each group the opportunity to read their dialogue to the whole class.
	1. Read their dialogue out loud.
2. Ask two comprehension questions after reading.
3. Give the right answers.
	Low student participation in answering questions. 
	15 min
	

	6) Analysis/Assessment
	Ask students to: 1. what have you learnt in today's class.
2. How did you do in today's task. 
3. One good thing and one bad thing about the today's class.
4. Questions.
	Write about each question. 
	Students need to write in English since they are on novice level. 
	10 min
	

	7) Closing 


	(Maybe it is just me, but I think I am combining the assessment and closing activity into just one. )
	
	
	
	




Appendix 1

Worksheet 1: Stand Up and Chat

Instruction:
1. Look through the following 5 questions.
2. Stand up and approach 5 different classmates. 
3. Ask each of them a different question in Chinese. Take note about their answers. 

Questions:
1. 你昨天晚饭吃什么？What did you have for yesterday's dinner?
2. 你喜欢 （第一题的答案）吗？为什么？Do you like (the answer of question1)? Why?
3. （第一题的答案）用哪些材料？What ingredients would you use for (the answer of question1)?
4. 你最喜欢的中国菜是什么？ What is your favorite Chinese dish?
5.  （第4题的答案）最重要的步骤是什么？ 为什么？What do you think is the most important procedure of cooking (the answer of question 4) ? Why?



Appendix 2
Worksheet 2: 
服务员：欢迎光临！ 请随便坐。您要喝点什么呢？
客人：我想一下...
服务员：喝茶怎么样呢？
客人：不了，谢谢，我喝水就好。
服务员： 好的，请稍等！
...
客人： 我要点菜！有推荐吗？
服务员：您有忌口吗？
客人： 我不吃蒜。
服务员：肉类呢？
客人：比起猪肉，我更喜欢牛羊肉。
服务员：牛肉面怎么样呢？
客人：就这个吧！
...
服务员：您还需要其他的吗？
客人：不用了，结账吧！
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Assessment Practice in Chinese College Classrooms for English Major: Standardized or Authentic?

Bohan Du




Introduction
	The one value that the Chinese educational mechanism is most known for around the global is its great emphasis put on students' grades. While in China standardized tests are used as the most common method to assess students' learning gain, as the direct result of these tests, it is understandable why good grades are so important to Chinese students. Moreover, in the case of the English major students in Chinese universities whom this paper is going to talk about, the dominant position of standardized assessments in their education is as true as that of other levels. 
	During recent years, people have been realizing the necessity of adopting other alternative forms of assessments in classrooms. Authentic assessments, which are usually closely related to classroom activities as well as based on students' performance, are considered as effective to supplement standardized assessments (Herrera, 2013).
	This paper will mainly discuss the topic of applying standardized assessments and authentic assessments in classrooms for English major students in Chinese universities. I will first introduce the concepts of standardized and authentic assessments, and then compare and contrast these two. In the following section of this paper, the facts and problems in current university English classroom assessments will be discussed. Lastly but not least, personal reflections based on the former content of this paper will be put forward, including suggestions for further improving the present assessment practices as well.
Standardized and Authentic Assessment
Standardized Assessment
	Standardized assessment is a kind of assessment that is designed in a way that 
questions, administration conditions, scoring procedures as well as score interpretation are consistent in order to control bias (Popham, 1999). In accordance with this definition, various types of tests can be "standardized". However, more commonly, this term is associated with formal large-scale tests administered to a big number of students. According to Herrera (2013), standardized assessments are usually a key component of the guideline recommended, so this moves the focus of language assessment to "the validity attributed to the well-developed standardized assessment" (p. 171). 
	Standardized assessments were introduced to China during the 1920s (Lu, 2005). Although a standardized assessment does not necessarily include multiple-choice questions, limited time and model answers, these are surely the most common features of standardized assessments used in China. Because of the huge population of the country, higher efficiency of assessments appears to be of greater importance. With approximately 40-50 students in one class, and even more for some college elective classes, standardized assessments are so much practical for government and schools.
Authentic Assessment
	Authentic assessment is an evaluation process that involves multiple forms of performance measurement in which students must demonstrate application of required skills and knowledge (O’Malley & Pierce, 1996). It can be devised on a teacher, or in collaboration with the student. Generally speaking, authentic assessments are used as an alternative to traditional or standardized tests. Most of them are developed from related classroom activities and can facilitate student engagement in evaluation process. Moreover, authentic assessments are designed to build on students' background, such as prior knowledge, L1 and interests in order to facilitate learning (Moll, Armanti, Neff, & Gonzalez, 1992). By solving tasks that require the students to understand, access and apply their knowledge, the teacher is able to collect more usable information for specific classroom instructions for each student.
	Authentic assessments are by no means widely used in the Chinese educational system. While most classes being highly teacher-centered, students do not have many roles in the classroom. Therefore, the applications of performance-based assessments such as group works are very limited. However, occasional usage of authentic assessments can still be seen. For instance, during my undergraduate years, self evaluations were used after finishing each units of class to determine how much the students have learnt from the class. Students were also asked to write journals and essays showing understanding of certain topics. 
Comparison
	When comparing standardized and authentic assessment, it is quite obvious that there are areas where one of these two forms of assessments has the advantage over the other one. In the follow paragraphs, some major differences between standardized and authentic assessment will be listed. 
	As far as I'm concerned, the biggest difference between these two are the circumstances under which these are the most appropriate to be applied. On the one hand, the data generated by a standardized assessment are more helpful when looking at the bigger picture, such as comparing students, programs and schools (Brown, 2010). What the one score means to one single student can be very obscure. For example, a student gets 80 points out of 100, but there is no way to tell how much she has learnt from this score without knowing what other students in the school all got. On the other hand, authentic assessments are more useful for focusing more on the progress of each individual. Since authentic assessments are more performance-based, there is no way that one teacher can administer them to students all at once. Focusing on one student at a time, naturally teacher will be able to pick up more details to reveal how well the student is learning. Moreover, through real world tasks, not only that the students need to recall what they remember, but also they must demonstrate what they can do applying certain knowledge. However, because the influencing factors are normally not controlled in authentic assessments, it is challenging to use results for purposes such as comparing students or evaluating program performance.
	A well-recognized advantage of the standardized assessment over authentic 
assessment is its high efficiency. Having large population of students taking the same test at the same time is a lot easier to administer, comparing to authentic assessments, dramatically lowers the cost of time and labor. In China, since most standardized tests involve a large number of multiple-choice questions, the answer sheets can sometimes be scored by computer within a few minutes. On the contrary, the efficiency of authentic assessment is largely sacrificed with its goal of providing more information for individuals. Although some authentic assessments only take a very short amount of administration time, it still can not compete with standardized assessments on this. 
	In addition, standardized assessment is considered more fair to most students. With many of the questions contained having their model answers, the scoring of standardized assessments is not subject to educator bias or omissions while authentic assessments rely heavily on the teacher's judgments. 
	Other than being able to provide more detailed information, another main pro of authentic assessment is that it can serve both a summative and formative purpose. Common types of standardized assessment used by schools, such as achievement assessment and scholastic aptitude assessment, are normally applied to how much the students have learnt, or to predict students' future academic achievement (Donlon, 1984). In my opinion, these forms should be considered as summative assessments, because they are more about "quantifying performance and determining either grades or sufficient performance to pass to the next level of education" (Herrera, 2013, p. 215). However, application of authentic assessments is not as limited as that of standardized assessment. For example, a portfolio that contains a student's works, journals and self-evaluations can be a great way to measure the student's learning gain and understanding during a certain period of time. Observation of group discussions can help to determine what and how the students are learning so the further instructions can be modifies accordingly. 
Overview of College English Major Education in China
The Status Quo 
	Speaking from my own experience, comparing to the general English classes provided in college, the way English is taught to English major students is special in terms of aspects such as curriculum design and teaching goal. In fact, some of these features might have an impact on the current English major assessment choices, as well as the possible adjustment in the future. 
	The overall teaching style of English major classes is quite consistent with those for students from other majors. The classes are very teacher-centered. Classroom activities are limited, as well as the student-teacher or student-student interactions. Moreover, the assessments applied for English majors are similar to that for general English education of other majors in college. For all majors, there is a series of standardized tests all students are required to pass as one of their Bachelor's Degree requirements.
	Besides the similarities, there are a few features that differentiate English major education with the general college English education. First of all, the educational goal for English majors usually incorporate more emphasis on communicative competence. Not only that teachers try to lecture in English, there are also occasional opportunities for students to communicate with native speakers. However, the real-world context for interaction is not frequently adopted. Secondly, unlike English classes for other majors where all English language skills are more or less integrated, the curriculum for English major divides classes in accordance with skills including reading, writing, listening and speaking. While each class has its own specific focus, it is more likely that different kinds of assessments can be used to measure progress in each aspect. 
Problems of Assessment Practice
	To start with, one problem of the current assessment practice of English major 
education is its over-reliance on standardized tests. Admittedly, the national requirement of passing certain English proficiency tests has greatly boosted the average English proficiency of college students. However, this emphasis leads to the result of turning achievement assessments into proficiency assessments. Instead of being paralleled with class content, summative assessments that are supposed to measure learning gain only copies the form of policy required tests. The connection between instruction and assessment is weakened. Secondly, the importance of formative assessments is being overlooked. Normally, for any English major requirement course during my undergraduate years, the final exam would account for about 70% of the final score, whereas students' participation and quiz scores take up 30%. It is quite obvious that formative assessments are lacking during the semester, which reduces the opportunity to facilitate and refine further instructions. Moreover, the results of summative assessments are more like the closure of one course, instead of a valid evaluation of learning outcome. The third problem would be the lack of teacher feedback and student self-awareness. As mentioned before, there is not much opportunities for interaction in the classroom. After most standardized assessments, the only thing students get is the score for the assessment, or even only the final grade for the course. By the end of the semester, teachers usually do not give any specific feedback on how the students did during the course as well as the test. For this reason, students might not have full awareness of how to interpret the score, or what and how well they learnt.
Critical Reflection
	Vygotsky (1978) claims that traditional score-focused standardized assessments is just like interpreting patient's symptoms with medical terminologies. It makes sense for the doctor, as well as conducting researches, but it means less for the patient. Therefore, I believe that the main task for education is not just to record student's learning outcome, but instead through recording to adjust future instruction and help student achieve more. 
	From my perspective, the overall reliance on standardized assessment in China is inevitable. Due to the large student population in most educational settings, it is definitely the most practical way to assess students. The purpose of widely using standardized assessments is to ensure the fairness, objectiveness and efficiency. When such an amount of students need to be assessed, sacrifice of detail information and further guiding functions has to be made. 
	However, this is not necessary the case for English major. With the relatively lower number of students in one class, normally 15 to 20, standardized assessments are no longer the only option on the table. Actually, the practice of basically only standardized assessments has even more negative influence on the education of English major. 
	First of all, individual attention seems to be much more essential while each student's performance represents a larger portion of the whole class. Through authentic assessments, the teacher can have a clearer insight of how each student's learning is going, in order to adjust individual instructions or even course content. Looking at the bigger picture, assessments for improving classroom instruction and student learning should be distinguished from those for a selective or policy-making purpose. Starting from this, the Chinese mindset of over valuing standardized assessment can be gradually changed in classrooms. 
	 Furthermore, with classes that focusing on only one specific skill, there is no way that a set of multiple-choice or fill-in-the-blank questions can always show students' progress in aspects such as speaking. Student of English major are very likely to have related careers after graduation, therefore they need to be able to actually apply their language skills and knowledge. The result of standardized tests reflects student's memory rather than what they can do in a real-world context and how they can work with the environment and resources (McNamara, 2000). Also, assessments should be based on the scenario of open conversation and cooperation between teacher and students. Their is no model answer for real world tasks happen to different people. Standardized assessments are not fair enough regarding individual difference. More flexibility of assessment should be allowed for answers based on different life experiences or ways of thinking.
	Last but not least, the current assessment practice greatly hurts the students' enthusiasm of engaging. The stress caused by a time-limited formal standardized test which requires a lot of memorizing can be overwhelming. In addition, students may get lost in the middle of instruction, but without authentic assessments to check for understanding, students can get gradually disconnected with classroom instructions. Also, since in China, standardized assessments are usually not closely related to class content, students maybe less motivated in participating due to the awareness of classroom engagement not affecting their final score. 
Suggestions
	All in all, for English major students who seek higher proficiency of English language, assessments that can reflect their learning progress, as well as provide guidance to teacher's further instruction is critical. Therefore, under circumstances where it is practical, authentic assessments should definitely be adopted. However, instead of being applied as a substitute, authentic assessments should serve as a supplement of standardized assessments (Boyd-Batstone, 2004). 
	 From the perspective of determining appropriate assessment practice, the first step would be to find the balance between standardized assessment and authentic assessment. Indeed, standardized assessment can not be abandoned because its role in national policy and overall data collection. But the necessity and practicality of monitoring each student's developmental process in English major classrooms should be recognized by the teachers. One thing that I would suggest to do inside college English major classrooms is to enhance the variety of classroom activities. Classroom activities can not only create a live classroom environment where students are more engaged and motivated, but they can also provide more opportunities for authentic assessments. For example, group discussions and presentations can serve as great opportunities. During students' communication process, teacher can make use of some observational protocols such as SOLOM to assess students' oral language ability. Expressing their ideas of related topics, students' understanding and application of course content related topic can also be assessed at the same time, which also increase the efficiency of applying authentic assessments. In addition, in some of my classes here at Vanderbilt, exit cards are required to be completed by the students regarding their further questions and suggestions. I believe this is also an effective approach to assess how well the students are learning that can be introduced into English major classrooms in Chinese universities.
	The authentic assessments and teacher's follow-up that are conducted outside of classrooms are equally, if not more important. Many authentic assessments need be given one-on-one, for example, interviews with the students. Self and peer evaluations can also be completed by the students on a regular basis. For a smaller classroom like most English major classrooms, where individual attention is not too much burden for the teacher, it would be very helpful if the teacher can set up each student's portfolio including their works, self-evaluations, as well as assessment results (standardized and authentic). At least twice per semester, the teacher should review these records to see how the student has improved during the time period. Through this process, the teacher need to also develop their awareness of the student's learning advantages and problems. Moreover, what really helps the students most is teacher's feedbacks and appropriate individual instructions after assessments. In my opinion, individual meetings with the students where teachers give corrective feedback on student performance as well as instructional suggestions should be arranged. Another thing that teachers can do is to set up office hours. Obviously, this allows more student-teacher interactions. It would obviously be more direct and easy to interpret too, if teacher can assess the students through their own reflection of classroom content and performance. 
Conclusion
	According a news report, instead of preserving the traditional final exam form, some medical schools is China have already started to ask students to operate a surgery at the end of semester. This kind of transform shows people's gradual recognition of the importance of knowledge application. Similarly, the English major education in Chinese universities should take their different setting and teaching goal into consideration when deciding their assessment practice. Besides the appropriate usage and interpretation of standardized assessment, forms of authentic assessments need to be adopted in classroom to further facilitate student learning and teacher instruction.
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