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Alaska Native Cultural Charter School Renewal Application
Section 1: Establishment of the Alaska Native Cultural Charter School at the local level
Mission Statement
The mission of the Alaska Native Cultural Charter School is to realize the reality of our
unique urban environment with its rich Alaskan Native traditions including cultural
corporations and organizations, and in partnership develop well prepared Alaska Native
students who contribute and are able to contribute to the community.
Purpose
The purpose of the Alaska Native Cultural Charter School (ANCCS), is to build academic excellence and
success through Alaska Native traditional ways of life, knowing, and values for its Kindergarten through the
8th-grade community of students. ANCCS will use indigenous frameworks in instruction and to build selfidentity and create bridges so students are successful in meeting Anchorage School District (ASD) and State of
Alaska standards while preserving and passing on traditional ways (knowing, being, doing) including
responsibility, hard work, endurance, language, oral tradition and Native arts (dance, song, visual arts,
celebrations).
As a means to fostering traditional ways of life, knowing, and values, ANCCS will develop
partnerships in the community with universities, Native organizations, and other groups. ANCCS
current formal business partners are:
●
●
●
●
●
●
●
●
●
●

673rd Air Force Security Forces Squadron
Alaska Native Heritage Center
Alaska Native Science Engineering Program (ANSEP)
Anchorage-Alaska 4-H
Eagle River Nature Center
Mt. McKinley Lions Club
Southcentral Foundation Fireweed Behavioral Health
Stantec
Costco
Safe Alaskans

ANCCS informal business partners:
●
●
●
●

Cook Inlet Tribal Council
The Aleut Corporation
Sealaska
RuralCap
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ANCCS facilitates professional development that creates an Alaska Native community that enriches
student learning of self, family, and community.
The goals and philosophy (core values) for ANCCS as established by the Academic Policy
Committee are:
●
●
●

●

●
●
●

ANCCS is a place that helps students living in the Anchorage community understand and
retain the Alaska Native culture, history, languages, and traditions.
ANCCS creates a safe and welcoming environment to learn for students in developing skills
that lead them to be contributing citizens and successful leaders in today’s society.
ANCCS recognizes that learning involves the whole child; the circle utilized by ANCCS
meets the social, emotional, physical, and academic needs, and goals of students and
their families and includes the recognition of generational trauma in the lives of students and
their families.
ANCCS instills identity, develops responsibility, and respect for self and others by
embracing the cultural values of Alaska’s Native people through Yuuyaraq (way of being)
that encompasses Ellangcariyaraq (restorative practices). These will be discussed later in the
document.
ANCCS engages in educational research and serves as a demonstration school for educational
purposes.
ANCCS welcomes community learning, growing, and partnership opportunities within and
beyond the normal school day.
ANCCS recognizes and embraces family involvement in the school. Families are strongly
encouraged to volunteer and model ANCCS’s Guiding Native Values.

How the Alaska Native Cultural Charter School differs from other schools
ANCCS differs from other Anchorage School District schools as the only school-based on Indigenous
pedagogy, Yup’ik language study, reframing how students learn within an Alaska Native worldview, ways of
knowing, and values. The ANCCS cultural framework builds upon Native cultural knowledge, belief, practice,
and language in the teaching of academic subjects including mathematics and science, integrating Indigenous
and Western knowledge into the ANCCS curriculum (See Appendix F).
ANCCS recognizes and considers the need for an inclusive holistic approach to student learning and healing,
and recognizes the impact of family and community trauma on schooling and learning. Discipline and student
support services include trauma-informed practices, restorative practices, with other wrap-around services such
as a counselor and behavior specialist. While such services may be available in other schools, the history of
trauma among Alaska Native communities is different and is multigenerational, therefore these topics are
addressed as part of ANCCS’ curriculum.
ANCCS recognizes the value and importance of a subsistence lifestyle while living in an urban environment. In
consideration of this, absences for subsistence harvesting are excused within reason and are expected to be prearranged. Families are expected to work with the teacher for work that may be missed so that student goals for
learning are maintained.
How the Alaska Native Cultural Charter School has changed since 2012
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Diane Hoffbauer was hired as principal for the 2011-2012 school year. Enrollment was growing and steady at
180-190 students. The Title I Program requested to establish a preschool serving 18 students for half a day.
ANCCS has an agreement for the Title I preschool but does not operate the program. There is cooperation
among teachers and preschool staff. Most of the preschool students enter ANCCS for kindergarten.
In 2011-2012, a library grant was secured. The grant fulfilled many missing elements to the library, including
technology.
ANCCS also received the national Title I Distinguished School Award for closing the achievement gap in the
Alaska Native/Native American students category, one of 50 schools nationwide to earn this honor. Principal
Hoffbauer received the Denali Award, the highest award in the Anchorage School District.
The Anchorage School Board and Alaska State DEED approved the charter for 10 years, 2012-2022.
In 2013, Patsy Shaha was hired as principal and led the school until 2017. Due to the success of 7th grade,
parents requested an 8th-grade opportunity. It was during this year that ANCCS moved to the facility on
Bragaw, and became a PreK through 8th-grade school.
In 2017, Bongi Agerter became principal. Through the non-profit arm of ANCCS, the Friends of ANCCS
(FOANCCS), ANCCS signed a Memorandum of Agreement (MOA) with Alaska Pacific University (APU) to
lease land on which to build a permanent facility. As of 2021, the offer is still on the table. The arrangement
includes a partnership for APU’s education students to work in classrooms on practicum experiences and to
possibly do their student teaching.
In 2018, Sheila Sweetsir was hired as principal. Restorative practices were implemented during the 2019-2020
school year. With the onset of the COVID 19 pandemic, ANCCS offered classes online for students and has
now returned to face-to-face classes after facility relocation in March 2021 to the Benson wing of Bettye Davis
East High School, a lease with the ASD. The enrollment reached a high of 320 students.
Evidence of ASD Board Approval – See Appendix A Board Approval for the 2012 renewal
Signed Contract with Required Elements – See Appendix B ASD CHARTER CONTRACT
Description of Educational Program
ANCCS offers an educational program designed to meet all academic standards by implementing ASD
curriculum with adaptations. These adaptations include weekly grade level cultural lessons that currently
include, but not limited to: the use of Math in A Cultural Context, use of Indigenous literature, use of traditional
ways of knowing when it comes to the physical environment for science, and the traditional ways of living for
social studies. In addition, ANCCS uses a holistic approach to student behaviors and interactions through
Yuuyaraq (way of being) that encompasses Ellangcariyaraq (restorative practices). See Appendix F for
Yuuyaraq and Ellangcariyaraq Framework. ANCCS helps transition new students who have moved to
Anchorage from rural areas of Alaska and provides a link to keeping ties to their rural communities and
lifestyles.
Instruction prepares K-8 students for a successful future by establishing community, sustaining traditional
values, and offering support services that are sensitive to trauma-impacted students and families. This has led to
a stable and successful learning environment for Alaska Native/American Indian, and other Indigenous students
within the Anchorage School District.
ANCCS organizes instruction around cultural focuses, determined by the staff, and approved by the APC.
ANCCS students learn about the different Alaska Native Cultural groups by learning their history, traditions,
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and key language phrases. The program provides students with a strong sense of Alaska Native pride and values
through Yuuyaraq. This is very important for restoring confidence in a student population that has been
historically marginalized and disenfranchised in Anchorage’s school environments. The current grade level
cultural focuses and quarterly essential questions are listed in Appendix F. These are year-long studies giving
students a deeper focus on that particular group or an overview of several groups.

Specific levels of achievement for the educational program
ANCCS recognizes the need to improve student standardized measures, but as previously stated, ANCCS
acknowledges the multigenerational trauma and the marginalization that accompanies that condition on families
and their children. ANCCS’ goal is to build success and for students to meet or exceed the levels of
achievement established by ASD and the State. ANCCS sets goals annually towards student growth through
their Title I plan and the goals changed yearly based on student needs demonstrated by gathered data.
ANCCS staff meet three times a year to go over benchmark data to set individual student goals and monitor
progress. The data that is looked at is Fastbridge for grades kindergarten through second grade, and Measure of
Academic Progress (MAP) for grades three through eight. iReady data for grades kindergarten through eighth
grade is used as well. Students are progress monitored based on their academic needs, and data is reviewed
during bimonthly grade-level planning meetings that include the Instructional Coach, English Language Learner
Teacher, Special Education Teacher, Interventionist, and ANCCS Administration.
There is concern that standardized tests are inaccurate, are a snapshot in time, and do not portray the whole
child (See Appendix P). ANCCS aligns with the Anchorage School District’s goals and improvement plan
towards student achievement once baseline data has been established. ANCCS also acknowledges that
culturally responsive teaching is not teaching to compliance and is striving to find a balance and cohesiveness in
classroom routines, instructional strategies, and student engagement with the prescribed curriculum.
See Appendix L for assessment scores documented with the State of Alaska
Admissions Policy and Procedures
By March 1 of each year, the parents/guardians of students currently attending ANCCS are contacted and asked
to indicate with a written response their intent to enroll students for the following year. The first lottery takes
place in March following the lottery guidelines approved by the Anchorage School District. At that time,
ANCCS will seek to fill any vacant slots for each grade level and will continue to distribute applications
through the ASD lottery system found online. Additional lotteries through the ASD’s lottery schedule will be
conducted until the classes are filled. A waitlist is maintained and is available to families.
During the application period, parents/guardians will be notified when their application has been received. They
will receive an email or phone call and will be provided with additional information pertaining to the lottery
process and the timelines. ANCCS follows ASD guidelines pertaining to sibling enrollment preference. ANCCS
also follows ASD guidelines when it comes to students with disabilities. The admissions process follows all
ASD policies and regulations.
ANCCS encourages parents/guardians of students from disadvantaged populations to apply. Admissions and
school information are available on the ANCCS website including a link to the ASD lottery application form
which is completed online. Parents who need assistance completing an online form may call the school office
and arrange to fill out the application in the school office as needed.
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See Appendix G.
Non-Discrimination Statement
ANCCS shall be free from discrimination with respect to sex, race, color, religion, gender identity, sexual
orientation, national origin, ancestry, marital status, changes in marital status, pregnancy, parenthood and
physical or mental disability. The ANCCS shall ensure equal opportunity for all students in admission and
access to academic courses, guidance and counseling programs, athletic programs, testing procedures, career
and technical education and other activities provided in the ANCCS. (BP 5145.3 Nondiscrimination, adapted
from the ASD policy which is italicized).
Administrative Policies
The ANCCS, governed by the Academic Policy Committee, in compliance with ANCCS Bylaws (last revision
March 20, 2015; Appendix C), is fully aware of its responsibilities and obligations to the ASD and State of
Alaska and will oversee and supervise all aspects of the ANCCS including ultimate accountability and
responsibility for academics, curriculum, legal/risk management, personnel issues, finances,
operations/maintenance and budgeting and will promote professional conduct in accordance with ASD policies.
In the absence of bylaw guidance, the administrative policies of the ASD will be followed.
ANCCS follows the Anchorage School District administrative policies and regulations as they apply to charter
schools within the provisions of law and school board policy with the following exceptions:
●
●
●
●
●
●
●

ANCCS reserves the right to rearrange current district in-service days to enable and accommodate the
ability of staff to attend conferences directly relating to ANCCS’s goals and mission.
ANCCS may ask the Department of Education to modify the school calendar to have additional
professional development time to enhance the curriculum and charter.
ANCCS requests the same waiver as ASD for the parent-teacher conference schedule.
ANCCS employs a full-time principal.
APC members who comprise the Hiring Committee are provided a waiver of confidentiality to review
appropriate principal personnel files for screening applicants. Only information deemed confidential will
be withheld from the rest of the APC.
Should the school have a need to hire teachers or support staff due to the absence of a qualified
principal, a waiver of confidentiality is requested for specific APC members to review appropriate
personnel files and interview applicants.
ANCCS hours are currently 8:35 to 3:30. Teachers acknowledge the additional time added to the
workday. ANCCS’ administration will work with AEA to create a mutual understanding that charter
schools require a different set of parameters. The current time reflects our program needs, and is subject
to change to support school mission.

Statement of Charter funding
Funding for ANCCS is based on the State of Alaska’s per-pupil funding formula, as per AS 14.03.260. Because
almost 80% of families attending ANCCS are considered low income, ANCCS qualifies as a Title I schoolwide
site and receives Title I funding. In addition, the school’s funds may be supplemented by grants and fundraisers
within the school community. Grants are coordinated with the ASD Grant department.
Method of accountability for receipts and expenditures
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ANCCS complies with AS 14.17.910 Restrictions Governing Receipt and Expenditure of Money from Public
School Foundation Account. The ANCCS accounts for receipts and expenditures by using and complying with
the ASD accounting, audit, and fiscal procedures that apply to charter schools. ANCCS will allow district
personnel or district auditors access to financial information to perform the annual or special audit and
accounting information. The ANCCS shall cooperate with the ASD School Board and State of Alaska in
complying with the requirements of AS 14.17.910.
Leases, debts, and other financial obligations of the ANCCS Academic Policy Committee will not constitute a
debt, liability, or financial obligation of the ASD School District.
Location and description of facility
Until March 2021, ANCCS was located at 550 Bragaw Street, Anchorage, AK, 99508. ANCCS was moved to
4025 E Northern Lights Blvd, Anchorage, AK 99508, Bettye Davis East High School, Benson Wing. The
school has 14 classrooms. A map is in Appendix M.
Names of staff who by agreement will work at ANCCS
The list below is the staff to date. A few positions are still open pending interviews and hire recommendations.
Grade/Teacher/Teaching Assistant(TA)
K Lizzie Acuna, TA, Sharlie Cholok
K Tina Sweet, TA, TBA
1 Megan Freeman
2 Kim Martin
2 Arika Pavadore
3 Denise Ray
3 Clara Amidon
4 Daniel Greenwood
4 Georgianna Starr
5 Caroline Wiseman
5 Elizabeth Phillips
Middle School:
Joey Kottre (Science and Social Studies) - 6th-grade homeroom
Danielle Riha (Mathematics) - 7th-grade homeroom
Elizabeth Hancock (Language Arts) - 8th-grade homeroom
Specialists:
Yup’ik/Cultural Teachers, Seralee Kairaiuak and Veronica Kaganak
Art Teacher, Sarah Hamacher
Physical Education Teacher, TBA
Librarian, Rebecca Cole
ANCCS Staff Members
Administrative Assistant, Ana Acuna
Secretary, Kimberly Rolland
Nurse, Petra Burkard

10

Building Plant Operator, Olivier Lena
Janitor, TBA
Food Service Manager, TBA
Head Teacher/Business Manager, TBA
Counselor, TBA
Behavior Specialist, Chelsea Garney
SpEd Teacher, TBA
SpEd Teacher, TBA
SpEd TA/Clerk, Marie Ivanoff
Migrant Ed Student Success Coach, Hannah Wilson
Speech, Katelyn Tullius, Speech, Language Pathologist Assistant, Kay Guelfi, Speech Lang Pathologist
Title VI Tutor, TBD
School Psychologist, Shane Lowry (part-time)
Occupational Therapist, McKenzie Holm (part-time)
Instructional Coach, Christine Harrington
Interventionist, Baylee Henson
English Language Learner Teacher, Pamela Dupras
Teacher to student ratio
The ANCCS student-teacher ratio is as follows:
Grade
K
1
17
18

2
20

3
20

4
22

5
22

6
22

7
22

8
22

Class sizes are also lowered during core academic periods using teachers and aides in the school assigned to
specific programs to provide more individualized assistance for students.
Number of students to be served
ANCCS currently has an enrollment of 247 students with a goal of future enrollment of approximately 300
students. See Appendix H for previous years’ enrollment and the current student recruitment plan. The student
recruitment plan will change with community and enrollment changes.
Term of contract (not to exceed 10 years)
ANCCS requests renewal of the 10-year term of the contract starting November 1, 2021.
Termination Clause
The ASD School Board may terminate the ANCCS contract for ANCCS violation of the contract or other cause
under state or federal regulation. The ASD Board shall provide written notice to the ANCCS Academic Policy
Committee of its intent to terminate the contract and the reasons for termination. Prior to termination, the ASD
School Board and the ANCCS Academic Policy Committee shall attempt to remedy the violation(s) or other
reasons asserted for termination.
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Appendix A (School Board approval of reapplication minutes need to be included for state submission)
The ANCCS Academic Policy Committee may also terminate the contract on an annual basis. In such an event,
the ANCCS Academic Policy Committee must notify the ASD by February 1 of a given year of its intent to
cease operations the following school year. This date may be waived by action of the ASD School Board upon a
recommendation of the superintendent.
Statement of state and federal law compliance
The ANCCS Academic Policy Committee certifies that it will comply with all Anchorage School District, State
of Alaska, and federal requirements for the receipt and use of public funds and for program compliance.
Exemptions or requirements included in contract
The ANCCS has no requests for exemptions or added requirements in the contract.
See Appendix A: Anchorage School District Board Approval of Reapplication - will need to submit after the
school board meeting to DEED.
See Appendix B: Contract Between the Alaska Native Cultural Charter School and the Anchorage School
District
The Alaska Native Cultural Charter School Bylaws are on file with the Anchorage School District and the State
of Alaska. The ANCCS Academic Policy Committee assures that there have been no changes to the Bylaws
since the ANCCS application in 2012. See Appendix C
See Appendix D: Academic Policy Committee Members, Qualifications, Written Minutes

Reviewer Rating Template
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Page Number location(s) of
response(s) including
Appendices
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Evidence of board approval

6
Appendix A - 27

Evidence of signed contract
with all required elements
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(items 1-14)
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6
Appendix F - 102

Reviewer’s notes
Rating:
Compliant/Noncompliant
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7
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10
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10
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11
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11

11
Appendix C - 54
Appendix D - 76

Section 2: Organization and Administration
Administrative Oversight
ANCCS is managed directly by its Academic Policy Committee (APC). The eight to eleven-member APC has
oversight of the school and hires a principal with Type B Administrative Certification to lead and supervise the
staff in compliance with school goals and mission and to ensure that the terms of the contract required by AS
14.03.255(c) are met. The APC membership is composed of three to five parents, guardians, or grandparents;
two staff members; two community members. The APC has two councils, a founders’ council and an elders’
council with each council casting a single vote after caucusing. The APC members receive no compensation for
their services as members of the committee. The APC has the following general powers and duties to be carried
out in accordance with the charter:
● Create policy
● Approve and monitor the school’s budget
● Set and monitor goals and objectives for the program
● Select curriculum/teaching materials that align with ANCCS standards
● Oversee implementation of ANCCS’ program
● Ensure adherence to the school’s charter and policies
● Hire, supervise and evaluate the principal
● Participate in staff selection
The APC will meet with the principal regularly and often to monitor progress in achieving APC’s and school’s
policies and goals. The APC is accountable to the Anchorage School District Board and acknowledges the
authority of both ASD school board policy and State of Alaska statutes governing charter schools.
Administrative Policy Manual
The ANCCS Academic Policy Committee assures that in the absence of administrative policy in the ANCCS
Bylaws, the ASD administrative policies will be followed. Evidence of administrative policy is in the approved
ANCCS Bylaws (see Appendix C) on file and the ASD administrative policies found in ASD School Board
Policies are available online at the ASD website.
Parent and Teacher Contacts
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ANCCS holds either a parent-teacher conference or Academic Parent-Teacher Team (APTT) meeting with
families to go over individual student progress semesterly. Teachers discuss student testing (Fastbridge, MAP,
iReady, and annual standardized test) scores and student work showing academic progress during either the
parent-teacher conference or APTT. The principal collects assessment and other data based on annual school
goals to create a report that they will present to the parents and the Academic Policy Committee. The report is
presented with an opportunity for parents and teachers to ask questions, make comments and discuss options
and modifications to the program during the annual Title I family night that happens in the fall. The annual
report and data are used to make changes for the next school year including any actions needed by the
Academic Policy Committee during a monthly meeting to review and discuss the report. See Appendix E for the
most recent report prepared and presented during the annual parent meeting for 2020. AS 14.03.255(b)(4)
ANCCS sends out monthly school-wide newsletters, teachers make individual family contact at least twice a
quarter, ANCCS’ Facebook page posts happen once a week or more, as needed school-wide phone messages
and emails are sent out to keep families and the community informed of events happening at ANCCS.
See Appendix Q for examples of parent contact.
Annual APC Meetings
See Appendix D for evidence of the annual meetings of the APC.
School schedule and Calendar
The ANCCS will follow the school calendar of the ASD for elementary schools, with the exception of
additional approved calendar waiver days. The ANCCS will take the maximum allowable in-service days. The
calendar incorporates all release days stipulated by negotiated agreements as grading days.
The school day will start at 8:45 am and end at 3:30 pm. The schedule for middle school students will allow an
early release of students participating in sports and other after-school activities in their home middle school.
See Appendix N for the school calendar. See Appendix O for the daily school schedule.
Reviewer Rating Template
Section 2
Description of administrative
oversight
Evidence of written
administrative policy manual
or assurance
Evidence of regular parent
and teacher contacts for
continuous improvement
Evidence of annual APC
meeting

Page Number location(s) of
response(s) including
Appendices
13
14
Appendix C - 54
14
Appendix Q - 159
14
Appendix D - 176

Reviewer’s notes
Rating:
Compliant/Noncompliant
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Description of school
schedule and calendar

14
Appendix O - 134

Alternative options for
students if no other
educational program exists

May be “not applicable”

Section 3: Educational Program and Student Achievement
It is important for students to become self-aware of their strengths and needs as learners and to enter
into their education as active participants. Family, language, culture, history, and traditional practices
are recognized, respected, and valued throughout the program. Learning in school is an extension of
learning at home. Consequently, the involvement of parents, family, elders, and community members is
essential.
ANCCS uses a curriculum that meets or exceeds the Alaska State Standards utilizing Alaska’s Native values as
the guiding framework and structure for instruction across the curriculum. For ANCCS’ school-wide behavior
plan please see Appendix R. Below is a brief discussion of the core values and traditional curriculum used at the
ANCCS.
● The Alaska Native values, through restorative practices, are the basis of instruction across the
curriculum in all levels:
○ All staff members and the principal are trained in restorative practices
○ ANCCS students learn about Alaska Native cultures, history, traditions, and languages with a
focus on the Yup’ik culture.
○ ANCCS’ program provides students with a strong sense of Alaska Native pride and values
through Yuuyaraq (way of being).
● Culturally Responsive Pedagogy (Appendix F) is an essential part of this charter and the basis for all
instruction.
○ K-8 students build upon an Alaska Native worldview that includes a cyclical, spiraling whole
child approach that includes the community in meaningful, authentic learning opportunities.
○ Intensives, project, and service-based learning are embedded into academic goals
○ Academic subjects support contextual learning and development through the study of important
concepts, ideas, and essential knowledge, beliefs, and values that are culturally framed and
meaningful to the learner.
● Instruction is based on an inclusive model, student motivation, and engagement are addressed
through:
○ Science and social studies themes engage learners in inquiry encouraging students to
take risks and go beyond the literal to think deeply about important issues and act as
developing socially conscious citizens.
○ Service-learning is one aspect of developing citizenship and understanding of
community.
● Parents and students are invited to participate in and support the program. Parents are treated as
active members of the ANCCS community.
● ANCCS will use the Multi-Tiered Systems of Support model and will offer a range of support. Tiered
placement will be determined by state proficiency test scores, screening and progress monitoring
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assessments, and teacher observations. Any student, not only those with a special education
determination, will receive the necessary intervention or in-class services.
Alaska Native Language Instruction and Cultural Exploration
● The Alaska Native language teacher will provide language instruction K-8, including
instruction embedded in the students’ theme studies. Currently, Yup’ik is and has been the
language of instruction being taught during a special by a certificated teacher which meets
teacher release time. Other Alaska Native Language exposure occurs within grade-level
classroom cultural focus (see section 3).
● Cultural exploration and instruction take place within the classroom using the Yuuyaraq
framework. Enhancement of studies will include elders, other community members, and
local and rural experts to develop and deliver the instruction.
Service Learning
Students will develop service-learning projects from the grade level cultural focus including
those related to Alaska Native values and principles of a democratic society: social justice,
equity, equal rights, etc. The service-learning projects will be developed and be carried out in the
community. All grades will be involved in service-learning during the school year.
Title I Program
ANCCS has had Title I schoolwide status since its opening in 2008. Title I funds are used to support core
instruction by lowering class size and/or teacher-student ratio in small group instruction. Title I funding
currently funds the behavior specialist. ANCCS also houses a Title I preschool that is funded through Title I
funds and not through ANCCS’s budget. ANCCS complies with the Title I requirements and acknowledges
that funding can change at any time.
CORE Academic Curriculum and Instruction
ANCCS uses the Anchorage School District’s adopted curriculum texts, scope, and sequence, and assessment
methodologies. Specific state standards are identified, developed, and evaluated during content study for core
academic areas. Assessment, both formative and summative, is embedded and authentic. Through the
implementation of the Yuuyuraq framework, ANCCS has a year-long plan of how Alaska Native Culture is
blended into all academic areas (See Appendix F for the Yuuyuraq framework) this framework outlines the
quarterly focus areas for each grade level that builds upon previous grade-level exposure. The APC also
continues to explore Indigenous curriculums for alignment with the ANCCS mission and purpose, as well as, to
support student overall outcomes. The APC Curriculum Subcommittee will meet biannually to review new
curriculum opportunities.
● Language Arts
○ Reach for Reading (RFR) instruction K-5 and Springboard 6-8 are the curricula used at ANCCS.
These are deemed culturally responsive, best practices, and align to ASD standards. ANCCS also
follows the priority plans for RFR and Springboard.
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○ ANCCS also follows the 5 areas of reading (phonological awareness, phonics, fluency,
vocabulary, and comprehension.
○ Writing and reading begin in kindergarten and continue to be emphasized throughout the
program using quality literature.
○ The programs are supplemented by instructional materials that will include text sets of trade
books, including fiction, nonfiction, poetry, personal narrative, historical fiction and non-fiction,
original source documents, newspapers, storytelling, and reference books with an emphasis on
each grade level cultural focus.
○ Through Springboard, ANCCS Middle School also utilizes the curriculum’s online tools of
Quill, Zinc, and Revision Assistant.
○ ANCCS’ student body has access to culturally relevant text and media both in the classroom and
the library. The end result is a student who knows how to find authentic, factual information
leading them to arrive at conclusions and can communicate using a platform of creditable
knowledge.
○ The goal of language arts instruction is to develop students who are effective communicators,
love literature, and are lifelong readers, writers, and speakers who are grounded in their cultural
identity.
● Math
○ iReady Classroom Mathematics is used for math instruction for K-8th grade. iReady Classroom
Mathematics (K–8) is a comprehensive core mathematics program that makes math accessible to
all students.
○ ANCCS students have access to higher-level math through ASD Virtual or higher-level math
teachers from ASD for Pre-Algebra, Algebra, and Geometry.
○ Math emphasizes mastery of basic facts appropriate to each grade level, alongside a solid
program of instruction that teaches computation and problem-solving skills; mental math; and
decoding and solving word problems that reflect real-life applications. Elements of algebra and
geometry are integrated where applicable at each grade level.
○ Math in a Cultural Context (MCC) (Appendix F), a curriculum developed at the University of
Alaska Fairbanks written for Alaska Native context, is also used at all grade levels. An MCC
lesson is taught with iReady Classroom Mathematics when it aligns with individual lesson
objectives to show students that concepts of math are not only utilized in the classroom and how
they apply to everyday life. This speaks to iReady Classroom Mathematics’ intention to connect
with and leverage the diverse backgrounds and experiences of all students.
● Science
○ Native ways of knowing and learning are very inquiry-based. Therefore, the Native worldview
is the lens that overlays the Western science processing skills taught at each grade level. The
involvement of scientists, Elders, and people knowledgeable about traditional customs is
essential to the development of student understanding of how the two systems support and
complement one another.
○ ANCCS utilizes the ASD science kits for each grade level which include the district and state
performance and content standards.
○ Application of the Western scientific methodology to Native knowledge systems results in
engaging, meaningful, and captivating topics that are relevant to Alaskan students. Abundant
resources make this type of curriculum accessible to teachers.
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○ This approach to science results in culturally responsive lessons that engage the learners with
content, concepts, and process skills that integrate Native knowledge and values with science.
○ Students demonstrate their knowledge through the creation of critical thinking projects. Critical
thinking is the intellectually disciplined process of actively and skillfully conceptualizing,
applying, analyzing, synthesizing, and/or evaluating information gathered from, or generated by,
observation, experience, reflection, reasoning, or communication, as a guide to belief and action.
● Social Studies
○ ANCCS follows ASD’s Academic plan for Social Studies coupled with a grade-level cultural
focus on one of the indigenous Alaska peoples. For example, in grade two when students are
learning about Anchorage and its local history, the Dena’ina Athabaskan people are also
presented in a historical and present-day context (see Appendix F for the grade level focuses and
essential questions).
● Technology
Technology follows ASD and State of Alaska Standards for all grade levels.
○ Technology provides students with computer skills that prepare them for future employment.
Objectives include developing effective use of technology in:
• Research: access web-based data and information
• Writing and Presentation: create and illustrate stories and reports to share with others using
presentation software
• Computation: learn mathematical skills through the use of spreadsheets, databases, and other
software applications
• Record-keeping and Data Storage: illustrate how computer databases are effective tools to
compile, track, and update school, business, and personal records, schedules, inventories, and
finances
• Explore computer uses by learning basic operations, keyboarding, graphics, online forms,
computer-assisted geography studies, coding, and simulations
Music
○ Music instruction at ANCCS develops an understanding of the relationship between music and
other disciplines, including history and culture. Music instruction is incorporated into the
curriculum by instructors and many times fits with the year-long grade-level focus. (See
Appendix F)
● Physical Education/Health
○ The goal of physical education is to develop students who have the knowledge, skills, and
confidence to enjoy a lifetime of healthful physical activity. Student activities develop
coordination and teach students to work together, introducing sports such as Native Youth
Olympic games and other indigenous activities as well as personal training skills.
○ ANCCS will utilize the facility spacing in order to meet the necessary physical education
requirements which will be taught by a certificated teacher.
○ Health will be taught utilizing the adopted ASD curriculum by a certificated teacher. This will
also include the Safe Children’s Act of 2017.
● Art
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○ Art activities foster creativity and increase understanding of the visual arts in relation to history
and cultures in coordination with the grade-level social studies curriculum. Students learn to
apply media, techniques, and processes in creating art projects. An emphasis is placed on
indigenous art forms and media.
● Special Education
○ ANCCS functions as a public school within the Anchorage School District. As a school under
the umbrella of the ASD, ANCCS will adhere to all applicable federal and state law and district
policy put forth for special education. Due to the age of ANCCS students, vocational skills are
not addressed.
○ ANCCS’ Special Education teachers will be responsible for the coordination of an effective
Special Education program within the school including curriculum and teaching. The Special
Education teachers will address the needs of students with Individualized Education Program
(IEP) either in an inclusive classroom setting or through individual or small group settings. The
Special Education team will utilize inclusive practices to support students in their least restrictive
environment as determined by the student's IEP team.
○ Specialized services will be integrated into the regular classroom program as required by law.
○ In accordance with ASD Special Education Policy, if a student with special needs is placed by
lottery into ANCCS, a review of the student’s IEP will be conducted to determine whether
ANCCS can provide services required in the IEP.
○ ANCCS will use the ASD criteria for determining student eligibility for services. At the time of
the eligibility meeting or admission of a student with special needs, the special education team
will decide whether the student’s needs can be best met at ANCCS or better met through another
program within the ASD. As of September 2021, ASD is currently reviewing and potentially
revising the lottery policies that ANCCS follows.
○ ANCCS will employ Special Education teachers. Special Education personnel conduct IEP
meetings, teacher training, and help ensure that students’ needs outlined in IEPs are being met.
○ ANCCS will receive its equitable share of special education funding and/or services to support
the educational needs of students with disabilities enrolled.
○ ANCCS will be responsible for providing its own special education services and instruction to
the students it serves.
○ ANCCS will request specific services from the District based on need (e.g. occupational therapy,
physical therapy, speech-language pathologist services) and such services will be provided by
therapists who come to ANCCS during the school day to meet with students.
○ ANCCS will follow all ASD's special education policies and procedures as outlined in the board
policies and guidance memos that support federal and state guidance.
○ If it is determined that the lottery school cannot adequately address the needs of the student the
decision should be disclosed to the parent at the meeting and documented in a Prior Written
Notice. Notice to the parent should include a copy of the Procedural Safeguards (per ASD lottery
admissions procedures).
○ ANCCS’ curriculum is sufficiently differentiated and individualized to challenge and support all
learners, and because we are offering Tier 3 interventions, students who qualify as ELL and
Gifted will be integrated into the general education program.
● Including Gifted Needs in Today’s Education (IGNITE) and English Language Learners (ELL)
○ IGNITE is provided by ASD for those students who qualify.
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○ ANCCS, in collaboration with the Anchorage School District ELL department, provides support
for students receiving ELL services through a certificated teacher placed at ANCCS.
● Evaluation Procedures
○ ANCCS students in grades K-8 undergo universal screening each fall, winter, and spring.
○ Students requiring academic intervention attention may be referred by teachers or parents to the
Student Support Team (SST). The SST team identifies the specific learning difficulty and plans
the delivery of interventions designed to close the learning gap.
○ Interventions may include short-term individual or small group instruction provided during the
instructional day, tutoring sessions provided before or after school, and additional home support
strategies directed by teachers to be provided by parents.
○ Frequent progress monitoring informs the SST when interventions should be modified,
intensified, or discontinued.
○ While the majority of students respond well to targeted interventions in language arts and math,
students who continue to require intensive interventions for a period of time of documented
intervention may be referred for special education evaluation to determine if a specific learning
disability is impacting student progress.
○ ANCCS follows the Alaska State Special Education Handbook and Anchorage School District
policy around evaluation procedures for special education.
○ ANCCS’ model for academic intervention provides each student the opportunity to address areas
of academic need while excelling in areas of strength.
○ All students will receive a report card to include effort grades. Assessments reflect individual
student effort and achievement.
○ Should a student fall “below proficient” (as defined by ASD standards) in any core subject,
several options for correction are available to help him/her increase proficiency. Possible options
include immediate intensified instruction within the classroom; prompt parental notification and
consultation; determination of the cause of the lack of mastery; written monitoring by both the
parents and teacher; additional practice work; and additional home tutoring by parent/s.
○ Standardized tests are administered per ASD and State of Alaska requirements. ANCCS uses
current district monitoring tools to monitor and assess student achievements.
○ Every year both the staff and the Academic Policy Board review the overall results of the
standardized tests to determine where the program may be incrementally improved.
○ Should ANCCS’s overall student performance consistently falls below the Anchorage School
District’s targets, the Academic Policy Board, together with the Anchorage School District’s
administration, will devise an appropriate plan of action to be approved by the Anchorage School
Board that addresses diagnosed low areas of scoring on standardized tests.
● Evaluation of Program Performance
○ ANCCS’ stakeholders (APC, Principal, teachers, and parents) are invested in the school’s
performance. Periodic evaluation of the program will be conducted by the APC as the
representative group of all stakeholders. ANCCS’ stakeholders will be looking at Fastbridge,
MAP, iReady, annual standardized test, climate and connectedness surveys, Title I surveys, and
surveys sent out through the APC to evaluate student growth and how ANCCS is meeting the
social and emotional needs of ANCCS’ population. This will help create a plan for improvement
in areas of need.
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● Student Assessment
○ Students are grouped using what I need (WIN) in areas of language arts and/or math classes
according to individual skill level within their grade level that will take place outside of the core
curriculum instruction.
○ In order to address individual student potential in math and language arts studies, those subjects
are scheduled at the same time each day for the same grade levels, allowing for homogenous
grouping.
The assessment reports are in Appendix L. Copies of PEAKS data, aggregated and disaggregated are available
upon request. The student achievement data indicates that students are not meeting district averages for
achievement. The principal and staff will use the in-service time before school starts to develop a plan for
achievement and will continue to have data days to monitor student growth. ANCCS has a new Mathematics
curriculum and plans to spend more time in planning for curriculum and instruction.
Reviewer Rating Template
Section 3
Description of educational
program
Evidence of written
instructional program that
addressees content
standards and aligns with
statewide assessment system
Description of plans for
serving special education,
vocational education, gifted
and bilingual students
Evidence of written
objectives for program
achievement, progress on
meeting objectives,
comparisons of
disaggregated assessment
data to district and state
averages, and plans to
address students who do not
perform at acceptable levels
Description of the
mechanisms for student
assessment in addition to
those required by state law

Page Number location(s) of
response(s) including
Appendices
15
Appendix F - 102
Appendix R - 162
17
Appendix F - 102
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20
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Reviewer’s notes
Rating:
Compliant/Noncompliant
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Section 4: Professional Development
ANCCS will follow ASD’s calendar for professional development with the exception of calendar waiver days
that will provide additional professional development. Additional calendar waiver days are utilized for charter
review and training to help address generational trauma.
The staff development plans for the recharter period will focus on curriculum and instructional development
and classroom assessment with emphasis on the whole child, place-based, thematic study that develops
academics within authentic and meaningful learning. Integration of student trauma understandings, how trauma
impacts learning and social development, and how to effectively work with students and families will be a
continuing area of development. Additional professional development days will be paid for by ANCCS. The
charter review will be a joint APC and ANCCS staff-led professional development day. Staff development will
be mostly onsite, working with staff to apply and adapt to the charter model of instruction including examining
achievement goals and needs. Additional professional development days will be provided by content area
experts.
During the school year, staff will have bimonthly assessment/evaluation days to evaluate the progress of
students. Data days are provided for teachers during the year using substitutes for the purpose of aggregating
and disaggregating data to inform classroom planning and instruction, based on both group and individual
student needs and strengths.
Reviewer Rating Template
Section 4
Description of and schedule
for planned professional
development

Page Number location(s) of
response(s) including
Appendices
22

Reviewer’s notes
Rating:
Compliant/Noncompliant

Section 5: Facility
Until March 2021, the ANCCS was located at 550 Bragaw Street, Anchorage, AK, 99508. The School was
moved to 4025 E Northern Lights Blvd, Anchorage, AK 99508, Bettye Davis East High School, Benson Wing.
The school has 14 classrooms. A map is in Appendix M. This site is leased from the Anchorage School District.
Facility plan
The ANCCS is housed in the Benson Wing of the Bettye Davis East Anchorage High School on a temporary
and indefinite basis to enable the APC to pursue a permanent solution. The Anchorage School District intends
to provide the Benson Wing facility indefinitely or will assist the APC to locate and secure an alternative site if
needed. The APC is committed to finding a long-term facility solution that enables the program’s continued
success through excellent education delivery and ensures student and staff well-being. The APC’s goal is to be
in a permanent facility in five years or less from the date of charter renewal. The APC is evaluating options to
include relocating the program to an existing facility that could be modified to meet program needs or to pursue
a contract with a private vendor to have a purpose-built school constructed for ANCCS. The APC is working
closely with the ASD Purchasing/Warehouse Department and the Charter School Director to develop these
options.

23

The APC is developing strategies and defining key goals and milestones that will allow for locating an existing
or building a new long-term facility. An example of one is an agreement that has been developed with Alaska
Pacific University and other community partners to build a new facility on the APU campus. APU agrees to
provide the land if ANCCS provides the building. Work is being done to plan for the new building including
fundraising. It is anticipated that the cost of a new building will be around $30,000,000. A fundraising
subcommittee appointed by the APC has been working on funding plans for a facility. ANCCS through yearly
saving has placed money into savings every year since their third of being open that will go towards a new
facility. Currently, ANCCS has $2.1 million in savings for a new facility. ANCCS’ yearly goal to build the
savings is to place at least ten percent of the yearly budget into savings toward the new building.
Another example that the APC is currently working on is securing an existing building and renovating it to meet
the needs of ANCCS. ANCCS was displaced due to the leased facility at 550 Bragaw Street’s inadequate
HVAC system that was found to be not educationally COVID compliant. ANCCS’ APC is currently seeking
donations from all of the Alaska Native Corporations and/or tribal entities as ANCCS was displaced for
COVID-related reasons and renovation costs could come from CARES act money. See Appendix I for the
fundraising plan that went out in September 2021
Reviewer Rating Template
Section 5
Description of facility and
location of the charter school
including addressing district
leased space if applicable
Evidence of a written facility
plans

Page Number location(s) of
response(s) including
Appendices
23
Appendix M - 132

Reviewer’s notes
Rating:
Compliant/Noncompliant
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Appendix I - 114

Section 6: Admission
The admission policies and procedures are described previously in this application under Admissions Policies
and Procedures. The application process is that of the ASD and is found on the ANCCS website home page.
Parents/guardians have a link to the online application, parent dashboard, and specific information and
requirements of the ANCCS (lottapp.asdk12.org/apply). Applications go directly to the ASD and follow ASD
procedures for admittance.
Parents/guardians who have applied and are in the parent dashboard system may access information including
enrollment and waitlist numbers. The directions can also be found on the ANCCS website link. See Appendix
H for ANCCS recruitment plan and historical enrollment numbers.
Reviewer Rating Template
Section 6

Page Number location(s) of
response(s) including
Appendices

Reviewer’s notes
Rating:
Compliant/Noncompliant
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Evidence of written
admission policies and
procedures
Evidence of a written student
recruitment process,
including enrollment and
waitlist numbers

24
Appendix H - 108
Appendix H - 108

Section 7:
Evidence of a budget plan
The ANCCS follows the ASD budget deadlines and requirements and uses the ASD accounting system to place
orders and account for funding. The budget for 2021-2022 is just over $3.2 million. See Appendix I which
shows how funds are allocated.
Evidence of assurance
The ANCCS follows all district-approved practices to account for receipts and expenditures and has been
successful in ending each year with a zero or positive fund balance. All audit reports to date indicate the
ANCCS has met its obligation to ensure the fiscal integrity of the school’s financial operation. AS
14.03.255(b)(1)(c)(6)
Reviewer Rating Template
Section 7
Evidence of a budget plan

Evidence of assurance

Page Number location(s) of
response(s) including
Appendices
24
Appendix F - 102

Reviewer’s notes
Rating:
Compliant/Noncompliant
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Section 8: Transportation
Plans for pupil transportation
Parents and guardians of ANCCS students shall be responsible for transporting their children to and from school
including any transportation needed for students to participate in middle school sports or activities.
ANCCS will coordinate with neighborhood schools and ASD Transportation services to coordinate bus services
within existing bus routes if available.
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ANCCS will coordinate with parents and the Municipality of Anchorage to facilitate access to city bus services
if they are available. See Appendix J.
Reviewer Rating Template
Section 8
Plans for pupil transportation

Page Number location(s) of
response(s) including
Appendices
25
Appendix J -117

Reviewer’s notes
Rating:
Compliant/Noncompliant
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Section 9: Food Service
ASD will provide food service for ANCCS students using the existing kitchen facilities and staff residents at
Bettye Davis East High School. Both ANCCS and BDEHS are Community Eligibility Provision (CEP) schools
and therefore all students are eligible for meals free of charge to the family.
Students may have to present a student ID card, provided by ASD, in order to account for and submit a claim to
the Federal Government for reimbursement of meals. This card is for tracking purposes only and students will
not receive a charge for a complete meal.
Ala cart items and second meals are not provided at no cost and students who wish to purchase ala carte items
(to include single-serving milk) must either pay cash in exact change or use a student account with a positive
balance in order to purchase items at the point of sale. Accounts with a negative balance may not charge for ala
carte items or second meals.
See Appendix K.
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Appendix A: Evidence of Local School Board Approval
*To be revised with new minutes upon completion of meeting*
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Appendix E: Administrative Policy
The ANCCS, governed by the Academic Policy Committee, in compliance with ANCCS Bylaws, is fully aware of
its responsibilities and obligations to the ASD and State of Alaska and will oversee and supervise all aspects of
the ANCCS including ultimate accountability and responsibility for academics, curriculum, legal/risk
management, personnel issues, finances, operations/maintenance and budgeting and will promote
professional conduct in accordance with ASD policies. In the absence of bylaw guidance, the administrative
policies of the ASD will be followed.
ANCCS follows the Anchorage School District administrative policies and regulations as they apply to charter
schools within the provisions of law and school board policy with the following exceptions:
●
●
●
●
●

●

●

ANCCS reserves the right to rearrange current district in-service days to enable and accommodate the
ability of staff to attend conferences directly relating to ANCCS’s goals and mission.
ANCCS may ask the Department of Education to modify the school calendar to have additional
professional development time to enhance the curriculum and charter.
ANCCS requests the same waiver as ASD for the parent-teacher conference schedule.
ANCCS employs a full-time principal.
APC members who comprise the Hiring Committee are provided a waiver of confidentiality to review
appropriate principal personnel files for screening applicants. Only information deemed confidential
will be withheld from the rest of the APC.
Should the school have a need to hire teachers or support staff due to the absence of a qualified
principal, a waiver of confidentiality is requested for specific APC members to review appropriate
personnel files and interview applicants.
ANCCS hours are currently 8:35 to 3:30. Teachers acknowledge the additional time added to the
workday. ANCCS’ administration will work with AEA to create a mutual understanding that charter
schools require a different set of parameters.
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Appendix F: Instructional Program
Grade Level Cultural Focuses
Pre-K: Alaska Native Art/Dance/Storytelling
K: All Alaska Native Cultures
1st: Yup’ik and Cup’ik
2nd: Unangax and Sugpiaq
3rd: Tlingit, Haida, Tsimshian
4th: Athabascan, Eyak
5th: Inupiaq and St. Lawrence Island Yupik
6th: All Alaska Native Cultures
7th: Alaska Native Government & Issues
8th: Alaska Native/American Indian Literature
Quarterly Essential Questions
1st Quarter: Living in Place
(look at the region, basic needs, rivers, villages, mapping)
Here love of land and resources needs to be emphasized. Respect for the spirituality of the land and its
resources is very important to Native peoples. The themes of geography fit easily here. The use of natural
resources, without modern influences, should highlight the ingenuity of the people in capitalizing on the use of
what was available.
Overarching: How does geography affect how you live?
Essential Questions:
1. What are the resources in this area? (food, shelter, clothing, etc.)
2. What are the physical features in this area? (rivers, mountains, lakes,
etc.)
________________________________________________________________
2nd Quarter: Language and Communication
Language is a central component of any culture. In our Alaska Native traditions, language is held sacred,
especially as the number of fluent speakers becomes fewer. In 2014, a bill was signed that declared the 20
Alaska Native languages official state languages. We have made leaps and bounds in the instruction of native
languages in the past century. However, the number of fluent speakers for many of those languages continues
to dwindle, even as interest and resources for language learning increases. It is central to this theme to
emphasize the preservation of Native language and to learn some of the words and phases of the language
group of your grade level. You as a teacher should learn basic words like hello, thank you, etc. These are
found on the web with audio for all of the tribes listed in the grade level emphasis. Language allows us to
express ourselves as social beings and to dialogue through communication our ideas and experiences of
serious to hilarious concepts and events.
Overarching: How does language create community?
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Essential Questions:
1. What were the forms of communication?
2. How has communication evolved?
________________________________________________________________
3rd Quarter: Culture & Expression
Culture is expressed in many ways: music, dance, story, life values, names, symbols, rituals, relationship to
one another and the land, etc. Cultural expressions are the soul of being human, and their diversity and vitality
comprise the beauty of humanity. It’s how we celebrate, worship, transmit values. It’s the expression, the
showing of art and life forms and symbols
Overarching: How is culture expressed?
Essential Questions:
1. What are ways that humans express themselves and share their culture?
2. How can you use cultural expression as a part of your identity?
3. What are some factors that have inhibited or destroyed cultural expression throughout history?
4. What are some ways to revitalize or develop cultural expression?
________________________________________________________________
4th Quarter: Tribe & Community
The emphasis here is living in harmony with each other and the land. It’s the agreed-upon “ways of being
accepted and valued by the real people” - the group norms. Cooperation and teamwork were vital for survival
in traditional life. Every person has influence, so use your influence for good is the message because together
we can accomplish great things. Everyone is born into a tribe, but not all create a community.
Overarching: What are the ways of being within a community or tribe?
Essential Questions:
1. How do I show respect for my family, my friends, my community, and myself?
2. What makes a community?
3. What political and social structures evolved?
4. How do you belong to a tribe?
5. What makes a community?
6. How are tribe and community-related?

Yuuyaraq, way of life, is a Yup’ik world view that encompasses holistic attributes of a “whole person or human
being.” Creating this world view starts with the core values embedded with the framework – which are broken
out in the diagram below. This diagram model is a qasgiq (men’s house) framework designed by Panigkaq
Agatha John-Shields.
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Each quarter below, students work on the areas they may need more work in (i.e. a student needs to work on
sharing, we emphasize this in quarter two, but continue to work on it and revisit in all quarters). Yuuyaraq’s
foundational belief, which aligns with restorative practice, is that each person is a good person, and
encourages one to live properly (elluatuuyaraq). It is the actions/choices that a person makes that may take
them on a different path until they reach that awareness.
A person is given the responsibility to observe their own behavior, and the message is that it is up to them as a
human being (elpenun atauq) to become aware. By following the teachings, advice, and instructions of elders
(qanruyutet), we work together to make one become aware.
The concepts are taught at all grade levels, but with increasing complexity as the grades ascend.
Once students reach their awareness by consciously reflecting on their behavior, they become responsible in
caring for themselves and others, which leads for them to become contributing members of a healthy
community.
Currently, ANCCS employs two Yupik teachers who give instruction on Yuuyaraq to all grade levels as a special.
This dovetails and supports ANCCS’s restorative practices model as these two are and have been an integral
part of traditional Native life.
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Math in a Cultural Context

ANCCS uses Math in a Cultural Context (MCC) to supplement ASD’s math curriculum. These modules are
taught as intensives or worked into units of science, social studies, or math.
MCC is the outcome of a long-term set of interrelated sponsored research, funded by the National Science
Foundation and the US Department of Education and by support from the University of Alaska Fairbanks.
Central to MCC is its long-term collaboration with Yup’ik elders, teachers, and academics.
MCC was vetted by many elders who shared their knowledge, Alaskan school districts and teachers who
opened their classrooms to MCC as it was developed, tested, and revised to meet best practices for
pedagogical approach.

Cultural Standards
ANCCS incorporates the Alaska Cultural Standards into daily practice and instruction. Staff use these standards
and are guided by the publication Culture in the Classroom in their use. Teachers use the Checklist for Lesson
Planning as a helpful resource to check for focused and intentional strategy choices when planning for
instruction.
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Checklist for Lesson Planning with Alaska’s Cultural Standards
Standard A: Culturally-responsive educator incorporate local ways of knowing and teaching in
their work.
CA1

My plans intentionally include activities that connect to students’ heritage/backgrounds.

CA2
CA3

I integrate students’ traditions, customs, values, and practices into my teaching of new
content.
My classroom environment is reflective of my students’ heritage and backgrounds.

CA4

I engage and motivate my students by using relevant cultural connections to content.

CA5
CA6

I reflect upon my cultural strategies and find ways to improve their delivery.
I seek guidance to ensure the accuracy of my cultural content and connections.

Standard B: Culturally-responsive educators use the local environment and community
resources on a regular basis to link what they are teaching to the everyday lives of the students.
CB1
CB2
CB3
CB4

appropriate and supportive ways. (Not always evaluated, but a cornerstone of being culturally
responsive in any setting).
CC1 I am an active member of this community and make positive contributions.
CC2

I show respect for the local culture and traditions.

CC3

I work well with my paraprofessionals and use their expertise in cultural knowledge.

Standard D: Culturally-responsive educators work closely with parents to achieve a high level
of complementary educational expectations between home and school.

student and provide the challenges necessary for them to achieve that potential.

CE3
CE4

✔

✔

I use culturally sensitive ways to develop relationships with all of my students’ parents.
I use the information gained from parents to meet the needs of my students.

Standard E: Culturally-responsive educators recognize the full educational potential of each
CE1
CE2

✔

My plans incorporate the linking of local environment and issues to academic content.
I engage and motivate my students by using local resources and issues to connect to
content.
I reflect on the effectiveness of using local resources and issues to help students learn.
I seek guidance regarding the use of local resources and issues to ensure accuracy.

Standard C: Culturally-responsive educators participate in community events and activities in

CD1
CD2

✔

My plans include rigorous learning to challenge ALL of my students.
I provide opportunities for higher order thinking skills and scaffold instruction for student
directed independent learning.
I create a climate of value and respect for ALL my students and challenge them ALL to
strive for educational excellence.
I analyze students’ assessment data to identify areas to improve academic rigor in
instruction and in learning.

✔
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Appendix G- Admission Policies and Procedures
ANCCS follows ASD’s lottery and enrollment guidelines as per ASD Policy.
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Appendix H: Enrollment/Waitlist Numbers
ANCCS offers tours and information at request to all persons interested in learning about the school. ANCCS
utilizes the Anchorage School District’s lottery system.
Enrollment and waitlist number for current and previous years.
Year
2021-2022
2020-2021
2019-2020
2018-2019
2017-2018
2016-2017
2015-2016
2014-2015
2013-2014
2012-2013

Enrolled
227
293
315
323
287
282
309
320
284
199

Waitlist
27
10
23
19
15
8
2
7
0
0

Here is the recruitment plan for the Student Recruitment Subcommittee 2021-2022, a similar plan will be executed
every year.

ANCCS
Recruitment Plan
2021-2022
The Alaska Native Cultural Charter School’s (ANCCS) Recruitment Committee will meet monthly to discuss and come up
with an action plan for the month's events/activities to recruit students. Each committee member agrees to the
responsibility to ensure the committee is working together to sustain, grow, and ensure ANCCS has an appropriate
enrollment count. The goal is to have nearly 300, 300 or slightly over 300 students enrolled with ANCCS each year.
The events/activities are designed to retain students, gain new enrollments, and create community awareness of the
charter’s mission for Alaska Native Youth.
The recruitment plan will be reviewed annually in February to prioritize, reflect, and revise action items based on school
needs. The table begins with June and ends with May, because it’s the summer months before the new school year.
Recruitment Members: Melissa Kahler-Afelin, Daryl Griggs, Dawson Hoover, Sheila Sweetsir, Arika Pavadore, and
Katrina Letner.
Month

Events / Activities

Plan

Who / When
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June

●
●
●
●

Hang flyers
Bus advertising
Radio Advertisement
Social Media
Advertisement
NEWLY ADDED:
● Staff Advertising (all staff
will post one poster a
month)

● Flyers: Hang flyers around the
city. (SouthCentral Foundation
Pediatrics, Alaska Native Health
Clinic, Alaska Native Medical
Center, etc.)
● Contact People Mover, create a
poster and establish an
advertising timeframe for JuneSeptember
● Radio: Continuing from May 20-21
SY
● Social Media: Post flyer (create a
new one for the summer months)
NEWLY ADDED:
● All staff will distribute one flyer
around Anchorage

Committee member volunteer
name for each bullet
● Flyers: Pavadore
COMPLETED
● Bus: Sheila & Melissa
COMPLETED
● Radio: Dawson - Did not
connect
● Social Media: Adrina
COMPLETED
NEWLY ADDED:
● Staff Flyer: Sheila will
provide flyer
**Sheila will provide flyers for
all events/activities.

July
August

● LOTTERY
● Flyers: Hang flyers around the
(Taken from ASD Website: The
city (advertising ANCCS as a
lottery system closed on July 22,
school option for the fall)
2021 for new applications.)
● Bus: Continue
● Hang flyers
● Radio: Continue if contacted
● Bus advertising
● Social Media: Continue
● Radio Advertisement
NEWLY ADDED (establish SY22-23):
● Social Media
● All staff will distribute one flyer
NEWLY ADDED (establish SY22around Anchorage
23):
● Cook Inlet Tribal Council (CITC):
● Staff Advertising (all staff
Contact and hang
will post one poster a
posters/distribute (depending on
month)
their preference)
● Cook Inlet Tribal Council
● Clare Swan: Contact and hang
● Clare Swan Early Learning
posters/distribute (depending on
Center
● their preference)
● Informal Feedback Survey
● Provide a survey for new families
registering to find out how they
heard about ANCCS

Committee member volunteer
name for each bullet
● Flyers: Pavadore
COMPLETED
● Radio: Dawson Did not
connect
● Social Media: Adrina
COMPLETED
NEWLY ADDED (establish
SY22-23):
● Staff Flyer: Sheila will
provide flyer
● CITC: TBA
● Clare Swan: TBA
● Survey: TBA

NEWLY ADDED (establish SY22- NEWLY ADDED (establish SY22-23):
23):
● CITC: Contact and hang
● CITC Kindergarten
posters/distribute (depending on
Academy
their preference)
● Alaska Federation of
● AFN: Contact to ask for donated
Natives (AFN)
booth

Committee member volunteer
name for each bullet
NEWLY ADDED (establish
SY22-23):
● Flyers: TBA
● AFN: TBA

**Sheila will provide flyers for
all events/activities.
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September
October

*COUNTING MONTHS
RECRUITMENT
● Bus advertising
● Radio Advertisement
● Staff Advertising (all staff
will post one poster a
month)
● Cook Inlet Tribal Council
(CITC)
● Alaska Native Medical
Center (ANMC)

● Bus: Continue
● Radio: Continue
● All staff will distribute one flyer
around Anchorage
● CITC: Contact and hang
posters/distribute (depending on
their preference)
● ANMC: Contact and hang
posters/distribute (depending on
their preference)

Committee member volunteer
name for each bullet
● Bus: Sheila
● Radio: Dawson
● Staff Flyer: Sheila will
provide flyer
● CITC: Dawson
● ANMC: TBA

*CONTINUE COUNTING
MONTH RECRUITMENT
● Alaska Federation of
Natives (AFN)Social Media
Advertisement
● Social Media: share
information or flyer
● Hang flyers / Staff
Advertising (all staff will
post one poster a month)
● Radio Advertisement
● Alaska Native Medical
Center (ANMC)

● Contact AFN to reserve a space
● Social Media: Post flyer
● Flyers: ALL APC and staff will
distribute flyers around
Anchorage.
● Radio: Continue if contacted
● ANMC: Contact and hang
posters/distribute (depending on
their preference)

Committee member volunteer
name for each bullet
● AFN: Hancock
● Social Media: Adrina,
Ana, Chelsea
● Flyers: Sheila (staff) &
Daryl Griggs (APC)
● Radio: Dawson
● ANMC: TBA

Nov / Dec

●
●
●
●

Community Bazaar
Clothing Drive
Food Drive
Staff Advertising (all staff
will post one poster a
month)
● Alaska Federation of
Natives (AFN)

**Sheila will provide flyers for
all events/activities.
● Bazaar: Buy space at a local craft Committee member or a
or vendor to share information
volunteer name for each
about the school through
bullet
flyers/brochures.
● Bazaar: TBA
● Clothing Drive: Partner with the
● Clothing Drive: TBA or in
Abused Women’s Aid in Crisis
partnership with Student
Shelter (AWAIC) or Clare House to
Council
collect and give items. Share
● Staff: Sheila will provide
flyers/brochures about our
flyer
school.
● AFN: Hancock called for
● Food Drive: Partner with The Food
donated booth on
Bank of Alaska for a can food
9/23/21
drive
● Staff: All staff will distribute one
flyer around Anchorage
● AFN: Need multiple volunteers
from the school on a rotating
basis for various shifts. Set up
booth, distribute flyers, marketing
materials (stickers, magnets, etc)
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January

Lottery opens for applications
in January 2022 for the 202223 school year. (taken from
ASD website)
● Staff Advertising (all staff
will post one poster a
month)
● Kids’ Corps. Head Start Fair

●
●

All staff will be given their one
flyer for the month
Connect with Ronnie Brown
from Kids’ Corps. Head Start

● Staff: Sheila will provide
flyer
● Kids’ Corps: TBA

February
March

● Visit Our Schools Month
● Letter of Intent for next
school year sent home
● Staff Advertising
● website

● Share information about Visit our
Schools Month on website and
email
● Letter: Update letter
● All staff will be given their one
flyer for the month
● Update website to reflect lottery
and current information

Committee member volunteer
name for each bullet
● Visit: Sheila with work
with Adrina/Ana
● Letter: Adrina and Ana
● Staff: Sheila will provide
flyer
● Website:
Adrina/Chelsea/Melissa

LOTTERY
● Continue collecting Letter
of Intents
● Native Youth Olympics,
NYO
● Staff Advertising (all staff
will post one poster a
month)

● Letter of Intents: Monitor and
contact those that have not
submitted theirs
● NYO: Provide students with gear,
banner, and hand out
flyers/brochures
● All staff will be given their one
flyer for the month

Committee member volunteer
name for each bullet
● Letter: Adrina, Ana,
Sheila
● NYO: TBA
● Staff: Sheila will provide
flyer

April
May

● Kids Day
● Continue collecting Letter
of Intents
● Kindergarten Round Up
with Preschool Title 1
Families
● Small School BasketBall
Tournament
● Staff Advertising (all staff
will post one poster a
month)

● Kids Day: Due to current Covid-19 Committee member volunteer
restrictions, we are unable to hold name for each bullet
● Kids Day: N/A
KidsDay on the originally
● Letters: Adrina, Ana,
scheduled date of April 17, 2021.
Sheila
At this point, we don't have
● Kinder Round Up:
enough information to determine
● Small Schools Bball: TBA
when or if we'll be able to hold
● Staff: Sheila will provide
flyer
KidsDay in 2021.
● Letter of Intents: Monitor and
contact those families that have
not submitted theirs

● Continue collecting Letter
of Intents
● Update Flyer
● Cook Inlet Native Head
Start (CINHS)

● Letter of Intents: Monitor and
contact those families that have
not submitted theirs
● Update flyer for the summer
months

Committee member volunteer
name for each bullet
● Letter: Adrina, Ana, and
Sheila
● Flyer: TBA
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● Kids’ Corps Inc. (KCI) Head
Start
● Radio Advertising
● Local Businesses
Advertising
● Social Media
Advertisement
● Staff Advertising (all staff
will post one poster a
month)
● Personal Letters of
Appreciation to Enrolled
Families

● CINHS: Attend Family Night
Booth/ Flyers
● KCI: Attend Family NIght Booth/
Flyers
● Radio: Contact 1-2 local radio to
advertise (i.e. KGOT, KMXS, etc.)
● Local: Contact 1-2 local
advertising (i.e. The Press,
Southcentral Foundation)
● Social Media:
● Staff Advertising: All staff will
distribute one flyer around
Anchorage
● Appreciation Letters: Annually
ANCCS will mail an appreciation
letter to each enrolled household
to acknowledge the commitment
of families to the charter, and to
encourage any
comments/feedback - create a
letter

●
●
●
●
●

Head Start: TBA
Radio: TBA
Written:
Social Media:
Staff: Sheila will provide
flyer
● Appreciation Letter: TBA
/ Adrina & Ana can mail
them out

**Lotteries are held two times each year: during the last weeks of March and the week prior to registration in the fall.
Flyers: Create flyers with tear offs at the bottom of the flyer and QR code.
Contacts:
● Alaska Federation of Natives (AFN) Booth: https://www.nativefederation.org/convention/ phone number:
Phone: 907.274.3611
● Clare Swan Early Learning Center: https://citci.org/partnerships-events/clare-swan-early-learning-center/,
phone number: (907) 793-3626
● Cook Inlet Native Head Start (CINHS): Ethan Petticrew, email: epetticrew@cinhs.net
● First Alaskans: editor (907) 677-1700 or e-mail subscriptions@ firstalaskans.org
● Graphic Artist (bus poster): Heather Turning, email: heather@turningheadsdesigns.com
● Kids’ Corps, Inc. Head Start (alternative fair): Ronnie Brown
● Kids Day: https://www.anchoragespromise.org/kidsday, email: promise@anchoragespromise.org, phone
number: 907-272-4100
● People Mover: Alaska Channel (billing) quickbooks@notification.intuit.com
● People Mover: akchannelacct@gmail.com, phone number: 907-302-4118

Other recruiting events/activities, but not limited to:
● Alaska Native Heritage Center
● Alaska Native Medical Center
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●
●
●
●
●
●
●
●
●
●
●
●
●
●

Preschools, Head Starts (Cook Inlet Native Head Start, Kids Corps. Inc. Head Start, The Rural Alaska Community
Action Program, Inc. (RurAL CAP) Head Start, and Child Development Center)
Local hospitals
Local Library events at the Mountain View, Muldoon, and Lousaac Libraries
Bus stations
Cook Inlet Housing Authority
Provide previous students flyers/brochures to distribute
Cook Inlet Tribal Council
Cook Inlet Tribal Council Elder’s Program Where does grandma rosemary come from?
Migrant Education Department
Indian Education Department
Indian Child Welfare Act Agent (ICWA) Anchorage Office Coordinators Amanda Email: amandam@apiai.org
ContactAmanda McAdoo
Summer Cultural Camp Directors
Regional Corporations-Blurb in newsletter?
Alaska Pacific University Student Teaching Program

Year Round Events that gets our name out to the community:
● Ambassador Tours
● Yup’ik Choir Performances
● Family/Movie Nights

Saved as: Recruitment Plan ANCCS 21-22 (in ak_google in Recruitment folder)
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Appendix I: Projected Budget, Funding Formula Allocation, and Fundraising Plan
ANCCS Fiscal Data FY12-FY21
Fiscal Year
2012
2013
2014
2015
2016
2017
2018
2019
2020
2021

Budget
$ 2,227,929
$ 2,075, 849
$ 2,685,251
$ 3,743,450
$ 4,064,696
$ 4,271,101
$ 4,320,903
$ 4,708,173
$ 5,199,488
$ 5,274,702

Actual
$ 1,993,185.96
$ 1,810, 580.03
$ 2,495, 795.91
$ 2,939,446.37
$ 3,008,520.85
$ 3,215,439.67
$3,142,692.88
$ 3,175,500.21
$ 3,331,383.75
$ 3,055,688.90

*(1) Allocated funds include carryover from prior years.

Services Covered by Indirect Cost Rate as of 9/13/21
1001 - ANCHORAGE SCHOOL BOARD
1002 - SUPERINTENDENT
1004 - CHIEF FINANCIAL OFFICER
1006 - CHIEF ACADEMIC OFFICER
1007 - CHIEF OPERATING OFFICER
1010 - OFFICE OF MANAGEMENT AND BUDGET
1011 - ACCOUNTING
1012 - PURCHASING
1013 - RISK MANAGEMENT
1015 - PAYROLL
1016 - HUMAN RESOURCES/EEO/LABOR RELATIONS
1019 - PROJECT MANAGEMENT
1037 - PROFESSIONAL LEARNING
1038 - ASSESSMENT & EVALUATION
1039 - TECHNOLOGY/MIS
1050 - COMMUNICATIONS & COMMUNITY OUT
1065 - WAREHOUSE

Encumbrances
$ 6,085.29
$ 32, 492.41
$ 2,810.87
$ 123,745.64
$ 4,690.38
$ 79,573.49
$ 957,241.90
$ 394,310
$ 756,188.39
$ 2, 219,031

Balance
$ 228,657.75
$ 232, 776.56
$186,644.22
$ 680,257.99
$ 1,051,484.77
$ 976,087.84
$ 220,968.22
$ 1,138,362.79
$ 1,111,915.86
$ 2,100,000
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ANCCS Fundraising Plan
2021-2022
The Alaska Native Cultural Charter School’s (ANCCS) Fundraising/Donation Recognition Subcommittee will meet monthly
to discuss and come up with an action plan for the month's events/activities to raise funds. Each committee member
agrees to the responsibility to ensure the committee is working together to sustain, grow, and ensure ANCCS’ financial
stability, which is also the goal of the fundraising subcommittee.
The events/activities are designed to raise funds and create community awareness of the charter’s mission for Alaska
Native Youth in the Anchorage School District. The Fundraising Subcommittee will work hand in hand to support the
Student Recruitment Subcommittee because the student count directly impacts the financial stability of ANCCS. The
chair of the Student Recruitment Subcommittee will meet/share information with the chair of the Fundraising/Donation
Recognition Subcommittee as mutual interests or events arise or vice versa.
The fundraising plan will be reviewed monthly to prioritize, reflect, and revise action items based on school needs. This
document outlines two key components of the Fundraising/Donor Recognition Committee goals. The chart outlines
quarterly fundraising events/activities to accomplish at least two large scale fundraising incomes for the school, and
ongoing donor/sponsorship monetary requests for the varying needs of the school.
The subcommittee will review the projected financial need of the school based on the fiscal gap or budget projections
provided by the Principal annually. The budget projection needs will set the target fundraising amount for that school
year.
Fundraising/Donation Recognition Members:
Manny Acuna, Melissa Kahler-Afelin, Daryl Griggs, Elizabeth Hancock, and FOANCCS.
Events/Activities/Donor Outreach
Months

Events / Activities

June through
August

● Virtual/Paper Postcard
with ANCCS information
mailed to
current/potential donors
● Website/Social Media
● Summer Fundraising Event

Plan
● Develop and mail virtual postcard
● Website and Social Media review
to ensure accuracy of donors
● Plan and conduct Garage Sale and
Car Wash
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September through
December

●
●

●

January through
March

●
●

Alaska Federation of
Natives
Fall Fundraising Event

Virtual/Paper Postcard
with ANCCS
information mailed to
current/potential
donors
Website/Social Media
Winter Annual Event

April through May

● Spring Annual Event
● Donors Recognition

●
●

Provide support for ANCCS
booth at AFN, Collect items for
sale,
Plan and implement Fall
Carnival

● Creating and mailing out of letters
to our donor/sponsor list
● Plan Implement Winter Carnival

● Spring Community Gathering
recognizing and highlighting
ANCCS student showcase, cultural
performances, donor recognition,
and silent auction.

Other Fundraising Avenues Events/activities, supported with Friends of ANCCS but not limited to:
● Texas Roadhouse Dinner Night
● Barnes and Noble Literacy Event
● Community Gaming Event through permitted site
● Amazon Smiles
● Pick, Click, Give Status
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Appendix J: Transportation
Plans for pupil transportation
Parents and guardians of ANCCS students shall be responsible for transporting their children to and from school
including any transportation needed for students to participate in middle school sports or activities.
ANCCS will coordinate with neighborhood schools and ASD Transportation services to coordinate bus services
within existing bus routes if available.
ANCCS will coordinate with parents and the Municipality of Anchorage to facilitate access to city bus services
if they are available.
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Appendix K: Food Service
Student Nutrition Services will be provided to students enrolled at ANCCS per Title I Funding allowance due to
provisional status. Eighty-six percent of ANCCS students qualify as low-income status, therefore all students
have access to daily breakfast and lunch.
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Appendix L: Test Scores
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2014-2015 AMP Data
2014 AMP Scores
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2015 AMP Scores

2015-2016 PEAKS Data
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2016-2017
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2017-2018 PEAKS
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2018-2019
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2019-2020

Due to the COVID-19 pandemic and statewide school facility closures, all statewide assessments (PEAKS, DLM, and
ACCESS) were cancelled in the spring of 2020.
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Appendix M: ANCCS Facility at East High School, Benson Wing Floor Plan
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Appendix N: School Calendar
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Appendix O: Daily Schedule
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Appendix P - Culturally Responsive Teaching Reference Article

Culturally Responsive
Teaching
A 50-State Survey of Teaching Standards
Jenny Muñiz
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Introduction
For the first time in our history, students of color make up the majority of students enrolled in U.S.
public schools.1 Yet 65 years after Brown tried to pave a fair path for these students, the promise of
educational equity remains elusive. Too many students of color are languishing in under-resourced
schools, where they lack access to high-level academic courses, enrichment opportunities, quality
materials, and adequate facilities.2 These resource inequities only begin to scratch the surface, however.
It is also the case that too many students of color are held to lower academic standards, subjected to
harsh discipline approaches, and taught in ways that overlook or discount their cultural and linguistic
assets.3 These and other barriers give way to massive imbalances in academic performance that serve to
limit students' life opportunities.
Building a diverse pool of educators who are prepared to demonstrate culturally responsive teaching or
relevant teaching (herein CRT)4 is critical to reversing underachievement and unlocking the potential of
students of color as well as that of other groups of underserved learners. Culturally responsive teaching is
an approach that challenges educators to recognize that, rather than deficits, students bring strengths
into the classroom that should be leveraged to make learning experiences more relevant to and effective
for them. Adopting CRT goes beyond celebrating students’ cultural traditions once a year. Educators
who practice CRT set rigorous learning objectives for all of their students and they continually build
helpful bridges between what students need to learn and their heritage, lived realities, and the issues they
care about. In short, culturally responsive teaching is about weaving together rigor and relevance.
What is needed now is a major investment in developing culturally responsive educators, one that goes
beyond providing one-off courses or workshops.
The need for culturally responsive teaching is more pressing than ever before, especially when you
consider the deep demographic gaps between teachers and students. A teaching workforce that remains
overwhelmingly female, white, middle-class, and monolingual is increasingly likely to teach students who
are of a different race, ethnicity, socio-economic status, language group, and so on.
newamerica.org/education-policy/reports/culturally-responsive-teaching/ 6
Teachers are the drivers of culturally responsive practices in schools and classrooms. But without the
appropriate training and support, even the most well-meaning teachers can unwittingly provide
instruction that is irrelevant, ineffective, and even antagonistic to today’s diverse learners.5 Research
concludes that recruiting a more racially diverse teaching workforce can dramatically improve cultural
responsiveness in schools,6 but demographic parity is unlikely to be achieved in the coming years.7
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Therefore, all teachers, regardless of background, benefit from support in reaching the diverse learners
they are likely to serve.
Unfortunately, teacher preparation programs and professional development systems across the country
are not sufficiently preparing educators to bring CRT to life in the classroom. Consider: while some
educator preparation programs are now required to offer coursework on teaching diverse students,8
these courses are often narrow and disconnected from the mainstream curriculum.9 In-service support
and development fall short as well, as confirmed by teachers themselves. For instance, a 2018 survey of
New York City teachers conducted by the Metropolitan Center for Research on Equity and the
Transformation of Schools, found that fewer than one in three teachers had received ongoing
professional development on how to address issues of race and ethnicity in the classroom.10
Culturally responsive teaching is about weaving together rigor and relevance.
What is needed now is a major investment in developing culturally responsive educators, one that goes
beyond providing one-off courses or workshops. Developing comprehensive professional teaching
standards that incorporate expectations for CRT is a foundational step state leaders can take to bolster
the focus of CRT in current systems of teacher preparation and development. Not only would such
standards ensure that teachers receive clear and consistent messaging about the knowledge, skills, and
mindsets needed to be culturally responsive throughout their careers—they would also establish CRT as
a formal state priority. Though not a panacea, comprehensive state-level professional teaching standards
offer an opportunity to send a bold message that far from being an "add-on" initiative, CRT is integral to
the work of all quality teachers.
New America analyzed professional teaching standards in all 50 states to better understand whether
states’ expectations for teachers incorporate culturally responsive teaching. To support this analysis, we
identify eight competencies that
newamerica.org/education-policy/reports/culturally-responsive-teaching/ 7
clarify what teachers should know and be able to do in light of research on culturally responsive
teaching. Our research finds that while all states already incorporate some aspects of culturally
responsive teaching within their professional teaching standards, the majority of states do not yet provide
a description of culturally responsive teaching that is clear or comprehensive enough to support teachers
in developing and strengthening their CRT practice throughout their careers. As an added resource, we
have assembled excerpts from state standards in which CRT is already well articulated, as well a data
visualization that describes the prevalence of CRT competencies in teaching standards across states.
newamerica.org/education-policy/reports/culturally-responsive-teaching/ 8
Understanding Culturally Responsive Teaching
While the term culturally responsive teaching is gaining popularity, what this approach actually means
often depends on who you ask. Researchers have raised concerns that, without the proper guidance,
education leaders and individual educators can adopt simplistic views of what it means to teach in
culturally responsive ways.11 Moving forward therefore requires that educators and those who support
their efforts have a coherent understanding of what culturally responsive teaching does and does not
entail.
What is Culturally Responsive Teaching?
Several frameworks exist for culturally responsive approaches (e.g., culturally responsive education,
culturally relevant teaching, and culturally congruent teaching), each outlining various components.
Capturing the history and broad base of scholarship on CRT is not possible here as there are decades of
research and analysis. However, outlining the seminal work of key scholars and teacher educators Gloria
Ladson-Billings, Geneva Gay, and Django Paris is a necessary starting point.12
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Over two decades ago, Gloria Ladson-Billings introduced the term culturally relevant pedagogy to
describe a form of teaching that calls for engaging learners whose experiences and cultures are
traditionally excluded from mainstream settings. Based on her research of effective teachers of African
American students, Ladson-Billings proposed three goals on which these teachers’ practices were
grounded. First, teaching must yield academic success. Second, teaching must help students develop
positive ethnic and cultural identities while simultaneously helping them achieve academically. Third,
teaching must support students’ ability “to recognize, understand, and critique current and social
inequalities.”13 By centering these goals in their practice, culturally relevant practitioners can empower
students not only intellectually but also socially, emotionally, and politically.
Building on the work of Ladson-Billings, Geneva Gay developed a framework with a stronger focus on
teachers’ strategies and practices—that is, the doing of teaching. Gay coined the term culturally
responsive teaching to define an approach that emphasizes “using the cultural knowledge, prior
experiences, frames of reference, and performance styles of ethnically diverse students to make learning
encounters more relevant to and effective for them.”14 Gay calls on culturally responsive practitioners to
make positive changes on multiple levels, including instructional techniques, instructional materials,
student-teacher relationships, classroom climate, and self-awareness to improve learning for students.
Gay argues that an asset-based view of students is fundamental to
newamerica.org/education-policy/reports/culturally-responsive-teaching/ 9
ensuring a higher degree of success from students of various cultural groups. Like Ladson-Billings, Gay
also places a strong emphasis on providing opportunities for students to think critically about inequities
in their own or their peers’ experience.
These scholars promote asset-based approaches as alternatives to popular deficit-oriented teaching
methods, which position the languages, cultures, and identities of students as barriers to learning.
More recently, Django Paris expanded on the work of culturally relevant pedagogy to develop a vision
for culturally sustaining pedagogy, an approach that takes into account the many ways learners' identity
and culture evolve. In a 2014 article, Paris and co-author H. Samy Alim posit that culturally sustaining
educators not only draw on but also sustain students’ culture—both static culture (e.g., heritage ways,
and home language) and evolving culture.15 In other words, culturally sustaining educators help students
develop a positive cultural identity while teaching math, reading, problem-solving, and civics. Paris also
offers a “loving critique” of CRT, arguing that relevance in the curriculum cannot, alone, ensure students
will be prepared to live in an increasingly diverse, global world.16 Paris and Alim maintain that
culturally sustaining practice “has as its explicit goal supporting multilingualism and multiculturalism in
practice and perspective for students and teachers.”17 This is an important goal at time when schools are
increasingly racially segregated and students are grappling with racially motivated bullying.18
Collectively, these scholars promote asset-based approaches as alternatives to popular deficit-oriented
teaching methods, which position the languages, cultures, and identities of students as barriers to
learning. While these pedagogies are not identical, they share a common goal: defy the deficit model and
ensure students see themselves and their communities reflected and valued in the content taught in
school.
What Does Research Say About Culturally Responsive Teaching?
Compelling research highlights the benefits of culturally responsive teaching. For instance, studies in
brain science and education find that drawing on learners’
newamerica.org/education-policy/reports/culturally-responsive-teaching/ 10
background knowledge shapes comprehension; indeed, all learners process new information best when it
is linked to what they already know.19 Research also illustrates that instructional materials, assignments,
and texts that reflect students’ backgrounds and experiences are critical to engagement and deep,
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meaningful learning.20 A smaller, yet promising group of studies evaluating the effectiveness of CRT
interventions link this approach to a wide range of positive outcomes such as academic achievement and
persistence, improved attendance, greater interest in school, among other outcomes.21
Culturally responsive teaching also has critical synergies with other reform efforts in education, such as
initiatives to improve school climate and implement social-emotional learning.22 For instance, research
shows that students who develop a positive sense of racial and ethnic identity are more interested in
befriending people of different backgrounds.23 Other studies have found that a strong racial-ethnic
identity is linked to higher self-esteem, academic attitudes, well-being, and the ability to navigate
discrimination.24 Though more rigorous, large-scale studies are needed,25 existing studies already
support taking action to boost teachers' cultural responsive practice.
Who is Culturally Responsive Teaching for?
In a culturally responsive classroom, learners’ varied identities and experiences are identified, honored,
and used to bridge rigorous new learning. This type of individualized instruction benefits all students,
which is why Gloria Ladson- Billings titled her seminal text on culturally relevant pedagogy: “But That’s
Just Good Teaching!”26 However, culturally responsive teaching begs the question: Which students do
not receive this type of culturally relevant instruction? For Ladson-Billings, the answer is African
American students. It remains true that far too many black students have their cultural ways of knowing
treated as barriers in the learning process, they have their ability and potential questioned, and they
encounter educators who proclaim: “I don’t see color!”27
Several scholars have expanded on Ladson-Billings’ framework to address learners with other varying
and intersecting identities (including based on social class, English proficiency, disability status, LGBTQ
status) whose identities and experiences are likewise excluded from mainstream settings.28 It is clear that
these students can also benefit from “mirrors" that allow them to see themselves, their experiences, and
their communities in school. For these and other students culturally responsive teaching also provides
critical “windows” into the cultural heritage and experiences of others. In an increasingly diverse society,
all students benefit from learning to honor their own, and one another’s cultural heritage and lived
realities.
newamerica.org/education-policy/reports/culturally-responsive-teaching/ 11
Teacher Competencies that Promote Culturally Responsive Teaching
Bringing together insights from extensive research on culturally relevant, responsive, and sustaining
pedagogies, New America developed eight common competencies of culturally responsive educators (see
Figure 1). Though not an exhaustive list, these interconnected competencies illustrate the common skills
and knowledge that research and theory in the field suggests are critical to enacting culturally responsive
teaching with fidelity, across grade levels and subject areas. These competencies were used to guide our
scan of teaching standards, which is described in Section 5 (“Integration of CRT in State Professional
Teaching Standards”) of this report.
Competency 1: Reflect on one’s cultural lens
newamerica.org/education-policy/reports/culturally-responsive-teaching/ 12
Culturally responsive educators routinely reflect on their own life experiences and membership in
various social groups (such as by race, ethnicity, social class, and gender), and they ask themselves how
these factors influence their beliefs about cultural diversity. They understand that they, like everyone,
can unwittingly adopt societal biases that can shape the nature of their interactions with students,
families, and colleagues. Therefore, they actively work to develop cultural competency: understanding,
sensitivity, and appreciation for the history, values, experiences, and lifestyles of other cultures. They also
gain comfort having critical conversations and challenging stereotypes and prejudices when they
encounter them. Though becoming critical and self-aware can be difficult and uncomfortable,
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particularly for educators who have never explored their ethnic and racial identities, research shows that
actions such as guided reflection, reflective journaling, and group discussions can help educators
overcome those feelings.29
Competency 2: Recognize and redress bias in the system
Culturally responsive educators seek to deepen their understanding of how social markers (such as race,
ethnicity, social class, and language) influence the educational opportunities that learners receive. Sonia
Nieto suggests that teachers ask questions like: “Where are the best teachers assigned?” “Which students
take advanced courses?” and “Where are resources allocated?”30 Teachers further engage with
literature and professional learning opportunities to learn more about how institutional racism and other
forms of bias (e.g., racism, sexism, homophobia, and classism) at an institutional level can result in
disadvantaging some groups of learners while privileging others. Teachers who are informed about
institutional bias, accept that not all learners are equally rewarded for their hard work. They advocate
for the disruption of harmful school and district-level practices, policies, and norms. Conversely, teachers
who are poorly informed about institutional biases may blame learners and perceived cultural
deficiencies for academic achievement disparities.
Competency 3: Draw on students’ culture to share curriculum and instruction
Central to culturally responsive teaching is the belief that students’ cultural background is a resource to
learning. Believing this to be true, culturally responsive teachers plan learning encounters that validate
students’ lived realities, cultural identities, and heritage. Although school districts and schools
traditionally select formal curricula, culturally responsive teachers strive to evaluate all textbooks and
instructional materials they use to ensure they do not perpetuate stereotypes or fail to represent diverse
groups. They complement the traditional curriculum with examples, newspaper clippings, articles, song
lyrics, plays, comics, video games, and other resources that reflect experiences, characters, settings, and
themes their students can relate to. They deploy cultural
newamerica.org/education-policy/reports/culturally-responsive-teaching/ 13
scaffolding by providing links between academic concepts and the experiences that are familiar to
students. In addition to providing “mirrors” reflecting students’ familiar world, teachers provide
“windows” into the history, traditions, and experiences of other cultures and groups.
Competency 4: Bring real-world issues into the classroom
Culturally responsive teachers address the “so what?” factor of instruction by helping students see how
the knowledge and skills they learn in school are valuable for their lives, families, and communities. They
ask: “What does this material have to do with your lives?” “Does this knowledge connect to an issue you
care about?” and “How can you use this information to take action?” Culturally responsive educators
employ lessons and regularly assign projects that require learners to identify complex, real-world issues
they encounter in their daily lives and propose solutions for these problems. For example, elementary
school students might learn about environmental injustice and devise a plan for cleaning up a local
river;31 middle school students might learn to apply math concepts to an analysis of racial inequities in
traffic stop data in their community; 32 and high school students might engage in a Socratic seminar to
explore solutions to the police brutality experienced by their community.33 Learners in these culturally
responsive classrooms, learn to see themselves as agents of change who aspire for a better world.
Competency 5: Model high expectations for all students
Culturally responsive educators adopt the view that all students are capable of academic success, a belief
that research shows is critical to supporting student growth.34 These educators do not assume some
students will inevitably underperform on the basis of their race, culture, or other group difference. They
understand that students of color and other marginalized students are particularly vulnerable to negative
stereotypes about their intelligence, academic ability, and behavior, which can hobble their academic
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performance.35 Therefore, they support all students in producing high-level work by scaffolding
instruction; for instance, by using culturally relevant materials (competency 3). Research has identified
many other behaviors that communicate high expectations. These include using eye contact and
proximity with both high-achieving and struggling learners; ensuring language, gestures, and expressions
communicate that students’ opinions are important; and of course, ensuring all students have access to a
rigorous core curriculum.36
Competency 6: Promote respect for students differences
CRT practices are best implemented in environments that are respectful, inclusive, and help learners
value the cultures of their peers. Educators contribute to such learning environments by modeling how to
engage across difference and embodying respect for social, cultural, and linguistic differences.
newamerica.org/education-policy/reports/culturally-responsive-teaching/ 14
Culturally responsive educators assess how learners from different backgrounds experience the
environment and encourage students to reflect on their own experience with bias. These educators help
students develop a sense of responsibility in addressing mistreatment, prejudice, injustice, and bullying
when they encounter it. Research finds that when students face discrimination, they may develop feelings
of frustration, anger, and unworthiness that can result in low achievement, dropout tendencies, and
behavioral problems. On the other hand, a caring school community where students feel a sense of
belonging can contribute to stronger academic performance.37
Competency 7: Collaborate with families and the local community
A strong home-school partnership is critical to supporting academic success,38 but it can be difficult for
educators to engage families and community members if there are demanding schedules, inconvenient
meeting locations and times, or past trauma in interfacing with school.39 Culturally responsive educators
assume that parents are interested in being involved in their children’s education and they develop
engagement strategies that are sensitive to the unique barriers faced by immigrant families, families of
color, and low-income families. Because schools have traditionally privileged the input and collaboration
of families from dominant backgrounds, culturally responsive educators aim to develop the trust of
diverse families to ensure they are involved at all levels of their child’s education throughout the year.
Moreover, they continually seek to learn more about the local community as well as families and their
cultures and values, and they collaborate with local agencies and organizations to arrange resources for
students and families. Overall, these educators see themselves as members of the community, and they see
teaching as a way to give back to the community.
Competency 8: Communicate in linguistically and culturally responsive ways
When educators communicate in culturally sensitive ways, students and families feel more welcome and
inclined to participate in schools. Too often, however, miscommunication can occur between white
teachers who value passive and indirect, European styles of communication and students who come from
cultures that prefer frank, direct, and participatory styles of communication.40 The communication
styles of black students, in particular, can be misconstrued as adversarial or defiant, which can lead to
over-disciplining.41 Therefore, culturally responsive teachers seek to understand how culture influences
communication, both in verbal ways (e.g., the tone of voice, rhythm, and vocabulary usage) and
nonverbal ways (e.g., the amount of space between speaker and listener, eye contact, body movements,
and gestures). Culturally responsive teachers also work to honor and accommodate home languages,
including by advocating for translation services and resources in various languages.
newamerica.org/education-policy/reports/culturally-responsive-teaching/ 15
Using Professional Teaching Standards to Promote Culturally Responsive Teaching
Since the 1990s, professional teaching standards have played an important role in the way teachers are
prepared and developed. Today, all 50 states use professional teaching standards to articulate what
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teachers in their state should know and be able to do.42 States rely on professional standards to anchor
teacher preparation coursework, pre-service field experiences, licensure assessments, induction
programming, systems of evaluation, and professional development requirements for in-service growth
and licensure renewal. Given their important role, professional teaching standards offer an opportunity
to ensure a strong focus on culturally responsive practices throughout teachers' careers. Several national
organizations have made progress in embedding responsive teaching practices into their own professional
teaching standards. For their part, a few states have developed free-standing standards explicitly focused
on teachers' cultural competencies. This section provides an overview of these efforts.
Culturally Responsive Teaching in National Models
In 1992, the Council of Chief State School Officers’ (CCSSO) Interstate New Teacher Assessment and
Support Consortium (INTASC) articulated the Model Standards for Beginning Teacher Licensing,
Assessment and Development: A Resource for State Dialogue. These standards were revised in 2011, as the
InTASC Model Core Teaching Standards, to define what all teachers "should know and be able to do to
ensure every K–12 student reaches the goal of being ready to enter college or the workforce in today’s
world.”43 In 2013, the Learning Progressions for Teachers were developed to supplement the InTASC
Model Core Teaching Standards by describing levels of teacher practice across a continuum of
development, from beginning to advanced teaching.44
It is notable that the InTASC Model Core Teaching standards include a strong focus on teaching diverse
groups of learners. Standards now describe desirable teacher behaviors such as demonstrating respect
for children’s cultures, offering classroom instruction that accommodates the cultures of the children in
it, and avoiding personal bias when interacting with learners. The InTASC Model Core Teaching
Standards have gained currency in the field and are used by the majority of states in some way. For
example, some states draw from these standards in developing their own, while others adopt these
standards with no significant changes (see Appendix B for a list of standards reviewed for all 50 states).
The national accrediting body, Council for the Accreditation of Educator Preparation (CAEP), endorses
the InTASC Model Core Teaching Standards, ensuring all CAEP accredited preparation program across
the country are aligned to these standards.45
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To a lesser extent, standards developed by the National Board for Professional Teaching Standards
(NBPTS) have also informed the development of states’ standards. Based on a comprehensive set of
standards established in the late 1980s by the NBPTS, initial National Board Certification is a rigorous
process that requires teachers to submit extensive evidence (videos, lesson plans, student work,
reflections, etc.) of their positive effect on student learning to an external assessor—a much higher bar
than other teacher licensure requirements in nearly every state.46Developed for all grade levels and
disciplines, the standards are based around five core propositions that “describe what accomplished
teachers should know and be able to do to have a positive impact on student learning.”47 Current
National Board propositions, updated in 2016, advise teachers to embrace diversity in the learning
environment, connect students with cultural experiences, and recognize their own biases.48
Freestanding Culturally Responsive Teaching Standards
Alaska and Washington State are unusual in that they have prioritized CRT by developing and
implementing a stand-alone set of teaching standards that focus on the knowledge and skills that are
crucial to culturally responsive teaching. While Alaska and Washington take different approaches to how
standards are embedded into their state's programs and policies, both states’ CRT-related standards are
intended to reach all teachers throughout their careers.
Alaska’s State Board of Education & Early Development adopted the Cultural Standards for Educators
in 2010. These standards form part of the Alaska Standards for Culturally-Responsive Schools, developed
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in 1998 by the Alaska Rural Systemic Initiative (AKRI).49 Regulation requires that the Cultural
Standards for Educators are integrated into teacher preparation programs, and four of the five
standards are linked to teacher evaluation processes. In 2012, the Guide to Implementing the Alaska
Cultural Standards for Educators was developed in collaboration with the Alaska Department of
Education and Early Development, the Alaska Comprehensive Center, Alaska Native Educators, and
Education Northwest to support school leaders and educators in implementing the standards. This guide
includes rubrics to support teacher self-reflection and is not intended for evaluation. 50 An additional
guide, Culture in the Classroom: Standards, Indicators, and Evidences for Evaluating Culturally Responsive
Teaching, published in 2015, does includes rubrics and guidelines to support evaluation.51
In Washington, the state Legislature charged its Professional Educator Standards Board (PESB) with
identifying model standards for cultural competency, in partnership with the Education Opportunity
Gap Oversight and Accountability Committee in 2009. This partnership yielded the Cultural Competency
Standards, which were adopted by PESB in 2010 and integrated into educator preparation programs as
well as standards for teachers and school leaders.52 Legislation also
newamerica.org/education-policy/reports/culturally-responsive-teaching/ 17
requires that standards for cultural competency be linked to the continuum of teacher preparation,
induction, and career-long development.53
Professional Standards and Alignment
It is critical to note that while all state teaching standards offer an opportunity to better prepare and
develop teachers to employ culturally responsive teaching, standards that form part of an aligned,
coherent system of pre-service and in- service training offer the most powerful opportunity.
Unfortunately, variation exists in how states use their teaching standards and how embedded they are
into their system of teacher preparation and development. Though a few states have taken steps to ensure
standards are part of an integrated, coherent system by extending them across a teacher’s career (see
Alignment Spotlight for details), in many states teaching standards are not well integrated across the
career continuum. For instance, a 2016 New America review of 21 state-developed teacher evaluation
systems found that less than half of states provide resources that highlight how teaching standards are
integrated into their evaluation systems for in-service teachers.54
→ ALIGNMENT SPOTLIGHT
Massachusetts, New Mexico, and Utah are a few of the states that are notable for their alignment of
teaching standards. Each of these states ensure that their teachers receive consistent expectations, aligned
to their state’s teaching standards, throughout their careers.
The Massachusetts Professional Standards for Teachers (PSTs) serve as the foundation for its
preparation programs, helping to shape program design and course offerings and feedback for student
teaching; they are aligned to the state’s licensure exams. Once teachers enter the classroom, the PSTs are
aligned to the state’s educator evaluation system, the Massachusetts Educator Evaluation Framework.
This level of alignment ensures teachers in Massachusetts are prepared, evaluated, and supported under
consistent expectations throughout their careers.55
In New Mexico, the NM Teacher Competencies serve as the foundation for a three-tiered licensure
system which supports educators as they advance from provisional to professional to master teachers. To
progress to the next level of licensure, teachers must develop a personalized professional growth plan.
Educators use the NM Teacher Competencies and Indicators to set learning growth goals in their focus
area and to create strategies to meet
newamerica.org/education-policy/reports/culturally-responsive-teaching/ 18
those goals. Based on their growth plans, educators participate in personalized professional learning
opportunities throughout the school year, including conferences, online courses, and professional
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learning communities. They must provide evidence of mastery in growth areas to move onto the next
tier.56
Similarly, regulations require that Utah Effective Teaching Standards are linked to the work of that
state’s preparation programs and expectations for licensure, as well as the screening, hiring, induction,
and mentoring of beginning teachers. These standards are also aligned to Utah’s evaluation and tieredlicensing system. Finally, the state is tasked with providing resources, including professional learning
opportunities, to assist local educational agencies in bringing these standards to life in classrooms.57
newamerica.org/education-policy/reports/culturally-responsive-teaching/ 19
Integration of CRT in State Professional Teaching Standards
Gathering and Analyzing Standards
New America collected and reviewed publicly available standards documents in all 50 states,58 which
describe the pedagogical knowledge and skills expected of all teachers, regardless of grade level or
subject area.59 Standards relevant to culturally responsive teaching were examined for two states:
Alaska and Washington. Also analyzed were the Interstate Teacher Assessment and Support Consortium
(InTASC) standards, given that 12 documents reviewed here reflect these standards without any
significant changes.60 Our review of standards focused on the extent to which state standards explicitly
address the eight CRT competencies of interest (see Appendix A for our full methodology and Appendix
B for a list of each state’s teaching standards).
Findings: Culturally Responsive Teaching Competencies Across States
A close reading of state teaching standards revealed that all states embed some combination of the key
CRT competencies into their standards, though some competencies are more widely addressed than
others. All 50 states, for example, address family and community engagement (competency 7) by
describing teacher actions such as: engaging families in setting goals for students, using family contacts to
learn more about students' cultural background, and confronting cultural barriers to family and
community engagement. States also widely expect teachers to exhibit high expectations for all students
(47 states; competency 5), though no state explicitly addressed how low expectations are commonly
associated with race, class, culture, language, gender and sexual orientation, or disability status.
All 50 states embed some combination of the key CRT competencies into their standards.
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The majority of states expect teachers to promote respect for student diversity (46 states; competency 6)
and link curriculum or instructional practices to students’ culture (45 states; competency 3). States
describe varied activities for competency 4 such as: setting clear rules to respect individuals and
individual differences, respecting the value of students' home language, and preparing students to
participate in a globally interconnected and diverse society. Activities described for competency 3
include: employing learners' diversity and culture as assets for teaching and learning, planning learning
experiences that teach the contributions of people of diverse cultures and backgrounds, and planning
lessons that address bias and stereotyping about cultures. Teachers’ ability to engage in cultural or
linguistically sensitive communication (36 states; competency 8) and bring real-world issues into the
classroom (28 states; competency 4) received less attention, though the majority of states still addressed
these competencies to some degree. Activities described for the these competencies include: engaging in
culturally proficient communication with families about student performance and expanding learners'
ability to understand local and global issues, respectively.
Slightly more than half of all states (28) call on teachers to reflect on their own cultural lens and potential
biases in this lens.
While almost all states include standards or elements that broadly highlight the importance of ongoing
self-analysis and reflection in improving teachers' practice, only 28 states explicitly call on teachers to
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reflect on their own cultural lens and potential biases in this lens (competency 1). Specifically, state
standards ask teachers to: analyze their cultural backgrounds and worldviews, recognize biases they may
hold and their effect on relationships with students and families, and recognize how common societal
"isms" (e.g., racism, sexism, and classism) can influence on their own attitudes.
newamerica.org/education-policy/reports/culturally-responsive-teaching/ 21
Only three states explicitly advise that teachers acquire knowledge about institutional biases.
Overall, competency 2 received the least attention in states' teaching standards. While a many states
account for teachers' responsibility in prompting school improvements or advancing "educational
equity" to some extent, only three states (Alabama, Washington, and Minnesota) explicitly advise their
teachers to become abreast of institutional biases (competency 2).61 These states describe activities such
as: understanding structural privileges and how they impact educational practices and organizations,
learning to deal with institutional racism and sexism, and empowering learners to analyze and overcome
the effect of institutional bias.
Some teaching standards stand out for their tremendous depth and nuance, while others are broad and
vague in their approach.
Though all states embed some combination of the culturally responsive competencies, we found variation
in how much detail states included: some teaching standards documents stand out for their tremendous
depth and nuance, while others are broad and vague in their approach. Our review revealed that
standards documents are typically composed of standards62 (big-picture statements that identify what
teachers need to know and do) and elements63 (finer-grain statements that describe how teachers need
can meet the standards), but only a few states articulate a continuum of practice that delineates what
teachers should know and be able to do at various levels of development.64 Figure 2 displays how many
states address each of the eight competencies and differentiates between states that employ a continuum
of practice. Overall, a much smaller share of states we reviewed address competencies through varied
levels.
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Generally, we find that standards that are not accompanied by a continuum of practice address the CRT
competencies less substantially. For instance, Kansas, a state that does not feature a continuum of
practice, meets competency 3 by requiring teachers to “know how to apply a range of developmentally,
culturally, and linguistically appropriate instructional strategies to achieve learning goals.” While this
element certainly raises the need to draw from learners’ culture when planning instructional strategies,
the statement does not capture the actual instructional shift that is needed to ensure that varied cultures
are represented in the classroom.
Similarly, New York addresses competency 3 by asking teachers to be “responsive to the economic, social,
cultural, linguistic, family, and community factors that influence their students’ learning,” yet the state
does not provide an additional element that captures how teachers are supposed to be “responsive to”
students’ “cultural factors.” Rhode Island likewise requires teachers to “design instruction that
accommodates individual differences (e.g., stage of development, learning style, English language
acquisition, cultural background, learning disability) in approaches to learning,” but it provides no other
elements to elaborate on this competency. Both of these states, like Kansas, outline broad goals but not
newamerica.org/education-policy/reports/culturally-responsive-teaching/ 23
approaches to achieve those goals. Reasonably, a lack of specificity makes it difficult for educators to act
upon the expectations.
Professional standards that are accompanied by a continuum of practice take a more granular approach,
outlining numerous elements that describe the various competencies in greater specificity while avoiding
broad statements that can be interpreted in multiple ways.
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By contrast, we find that professional standards that are accompanied by a continuum of practice take a
more granular approach, outlining numerous elements that describe the various competencies in greater
specificity while avoiding broad statements that can be interpreted in multiple ways. Alabama, for
instance, has developed the Alabama Continuum for Teacher Development to support teachers in enacting
the Alabama Quality Teaching Standards. This resource defines five levels at which teachers can meet
competency 3, each level increasing in complexity. The state requires all teachers to “develop culturally
responsive curriculum and instruction in response to differences in individual experiences, cultural,
ethnic, gender, and linguistic diversity, and socio- economic status.” To embody this competency, a
teacher at the Beginning/Pre- Service level65 “selects instructional strategies, resources, and technologies
with some consideration for diverse learners.” Educators who strengthen their practice and move to the
Applying level employ “lessons that teach the contributions of people of diverse cultures and
backgrounds and that provide opportunities for learners to develop understandings, empathy, multiple
perspectives, and self-knowledge.” At this level, a teacher also “invites learners to contribute resources
that augment curriculum and reflect culture and other aspects of diversity.” A more accomplished,
Innovating-level educator take a leadership role and “models and coaches colleagues in expanding
culturally responsive curriculum and instruction in school and district.”
By providing graduated levels of teacher performance, states make clear that teachers are expected to
grow and develop competency 3 as they advance from novices to teacher-leaders. When state standards
provide this kind of comprehensive picture of what each CRT competency 3 entails, they can also serve as
a tool to support growth. Thus, while it is encouraging to see that states are addressing many of the
competencies, it is important to consider which states
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are addressing the competencies more extensively by providing more fine- grained guidance.
Figure 3 shows which competencies are addressed by each state’s standards. Like Figure 2, it highlights
states that differentiate their standards by level of teacher development or performance level. Overall,
states with the most specific and detailed account of the competencies include Alabama, California, and
Washington’s Cultural Competency Standards. All of these standards include a continuum of practice
and comprehensively address the pedagogical skills, knowledge, and dispositions that embody the eight
competencies.
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Excerpts from Excellent Teaching Standards Documents
To provide deeper insight into states’ CRT-focused standards, New America has outlined examples of
state standards, organized across the eight competencies of culturally responsive teaching. These excerpts
were chosen for their level of clarity and detail and are intended to serve as examples of exemplary
language to states aiming to improve their own.
Competency 1: Reflect on one’s cultural lens
● Throughout their Continuum for Teacher Development, Alabama sets a clear expectation that
teachers ought to develop an awareness of their cultural positioning and how it informs their
practice. For instance, an Alabama teacher “demonstrates and applies to own practice an
understanding of how personal and cultural biases can affect teaching and learning.” To meet this
element at the Pre-Service/Beginning-level, a teacher must become “aware of the need to consider
own assumptions, attitudes, and expectations about learners,” and “begins to reflect on possible
personal biases and their impact on learning.” To advance to the Applying level, a teacher not
only “reads, attends workshops, and asks questions of people different from self to raise
understanding of diverse cultures and backgrounds,” but also “implements instructional
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strategies that avoid use of bias, stereotypes, and generalizations and reflect current
understanding of own personal/cultural biases.”
● Like Alabama, the InTASC Model Core Teaching Standards cover the need for teachers to
analyze their cultural frames and potential biases in these frames. These standards expect that a
teacher “understands how personal identity, worldview, and prior experience affect perceptions
and expectations, and recognizes how they may bias behaviors and interactions with others.”
Additionally, they expect that a teacher “reflects on his/her personal biases and accesses resources
to deepen his/her own understanding of cultural, ethnic, gender, and learning differences to build
stronger relationships and create more relevant learning experiences.” According to the InTASC
Learning Progressions for Teachers, a more advanced teacher “assists others in exploring how
personal identity can affect perceptions and assists them in reflecting upon their personal biases in
order to act more fairly.”
● The Washington Cultural Competency Standards address teachers’ cultural self-awareness most
extensively. These standards dedicate Component 3 (“Reflective Practice, Self-Awareness, and
Anti-Bias”) to
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this competency, stating that a teacher should develop an “awareness of one’s own cultural background
and how it influences perception, values, and practices.” Washington also asks its teachers to develop an
understanding of “unearned-privilege,” a concept no other state covers. Specifically, teachers are
expected to understand how advantages, or privileges, can be “created by social structure, i.e.,
race/ethnicity, national origin/language, sex and gender, gender identity, sexual orientation,
physical/developmental ability, socioeconomic class,” and how these advantages have an “impact on the
educator-student [sic] relationship.”
Competency 2: Recognize and redress bias in the system
● Alabama is one of only three states (along with Washington and Minnesota) that explicitly discuss
institutional biases. For instance, an Integrating-level teacher in the state “collaborates with
colleagues to overcome some of the effects of institutional biases in the classroom by using
strategies that include but are not limited to flexible grouping, differentiation, providing broader,
curricular perspectives, and using alternative assessments.” A more advanced Innovating-level
teacher “takes leadership with colleagues in influencing school culture on issues of race, culture,
gender, linguistic background, and socio-economic status.” Moreover, Alabama is one of the few
states whose standards specifically highlight the need for teachers to empower learners to
themselves “recognize, analyze, and overcome the effects of institutional bias.” For their part, an
Integrating-level teacher “structures opportunities for individual learners and groups to surface
viewpoints regarding personal and cultural biases based on experience and other evidence in the
classroom and the school.”
● In our review, Cultural Competency standards in Washington stand out as having the most
extensive content related to teachers’ understanding of and commitment to redressing
institutional biases. These standards ask that the professional teacher “understands the difference
between prejudice, discrimination, racism, and how to operate at the interpersonal, intergroup,
and institutional levels.” All teachers are expected to have the “ability to find and use tools,
processes and programs that promote professional [and] organizational self-examination, and
assessment in order to mitigate behaviors and practices (e.g., racism, sexism, homophobia,
unearned-privilege, euro-centrism, etc.) that undermine inclusion, equity, and cultural
competence in education.” To reach the Career level, teachers must understand “the need for
social advocacy and social action to better empower diverse students and communities.”

156

Washington joins Alabama in recognizing the need for teachers to engage students in an analysis
of inequities, stating that teachers should be
newamerica.org/education-policy/reports/culturally-responsive-teaching/ 27
“helping students accept and affirm their cultural identity while developing critical perspectives that
challenge inequities schools perpetuate.”
Competency 3: Draw on students' culture to shape curriculum and instruction
● Alabama includes in its Continuum for Teacher Development an expansive overview of culturally
mediated instruction. Teachers are expected to develop “culturally responsive curriculum and
instruction in response to differences in individual experiences, cultural, ethnic, gender, and
linguistic diversity, and socioeconomic status.” Standards ask that teachers make “curriculum and
content standards meaningful to diverse learners by designing differentiated instructional
activities that specifically connect to and reflect learners’ culture and background.” According to
the standards, teachers should develop lessons that “teach the contributions of people of diverse
cultures and backgrounds,” and “provide opportunities for learners to develop understandings,
empathy, multiple perspectives, and self-knowledge.” Taking on leadership responsibilities, an
Innovating-level teacher “models and coaches colleagues in expanding culturally responsive
curriculum and instruction in school and district,” and “builds capacity in learners and colleagues
to utilize the assets that each learner brings to the learning community based on their
backgrounds and experiences.” Alabama stands out for asking teachers to involve students
authentically, requiring, for example, that teachers ask students to contribute resources to
“augment the curriculum” and gauge how students feel the curriculum reflects relevance in their
lives.
● Through several standards and elements, Alaska’s Guide to Implementing the Alaska's Cultural
Standards for Educators strongly emphasizes the need for teachers to “ground all teaching in a
constructive process built on a local cultural foundation.” For instance, Standard A affirms that
“culturally-responsive educators incorporate local ways of knowing and teaching in their work,”
while Standard B calls on them to “use the local environment and community resources on a
regular basis to link what they are teaching to the everyday lives of the students.” Teachers at all
levels are expected to “continuously learn about and build upon the cultural knowledge that
students bring with them from their homes and community,” and “seek to learn the local heritage
language and promote its use in their teaching.” Alaska joins New Mexico, Minnesota, Montana,
and Hawaii in including specific provisions that address their respective state's indigenous
populations. Alaska provides detailed information about Alaska Native students and advises its
Exemplary-level
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educators to embed “student learning in the community’s natural cycle of people, ceremonies, and place
into classroom lessons and activities,” as well as to invite “Elders and other local residents into classroom
activities to demonstrate cultural knowledge for students.
● At five different levels of development, California describes the expectation that all teachers
“connect learning to students’ prior knowledge, backgrounds, life experiences, and interests.” To
address this element, an Applying-level teacher “uses school resources and family contacts to
expand understanding of students’ prior knowledge, cultural backgrounds, life experiences, and
interests to connect to student learning.” An Innovating-level teacher “uses extensive information
regarding students and their communities systematically and flexibly throughout instruction.”
California is one of a few states (along with North Carolina and Washington) that explicitly attend
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to potential sources of bias in lesson design. For instance, a California Integrating- level teacher
ensures that “planning addresses bias, stereotyping, and assumptions about cultures and members
of cultures.”
● Washington's Cultural Competency standards include a wealth of information about culturally
responsive instruction and curriculum. These standards call for teachers to recognize the
“importance of understanding the deep knowledge that students bring to the classroom from
families and their cultures,” as well as “the history of culture and cultures in the United States.”
Beginning at the Pre-Service level, these teachers are expected to “understand students’ families,
cultures, and communities,” and use “this information as a basis for connecting instruction to
students’ experiences.” At the Induction-level, teachers engage in “a learning community in order
to critically reflect on and examine culturally relevant instructional practices,” while teachers who
have reached the Career level, share “culturally relevant instructional practices and insights with
learning communities.” Included among the skills for teachers is a strong emphasis on their ability
to evaluate resources for diverse learners. For instance, an Induction-level teacher “uses
evaluative practices to review curricula, textbooks, and instructional materials for cultural
appropriateness,” and “reviews instructional materials to ensure that they are unbiased,
representative, and relevant to learners.”
Competency 4: Bring real-world issues into the classroom
• The InTASC Model Core Teaching Standards have a strong focus on teachers' ability to connect
academic concepts to real-world issues. Under Standard 5 (“Application of Content”), teachers are
expected to engage
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learners in “applying content knowledge to real-world problems through the lens of interdisciplinary
themes,” as well as “connecting application of concepts from more than one content area to real-world
problems, community needs, and/or service learning.” The InTASC Learning Progressions for Teachers
articulate that a more advanced educator “guides learners in developing possible solutions to real-world
problems through invention, combinations of ideas, or other creative approaches,” while the most
sophisticated educator “structures options that engage learners in independently and collaboratively
focusing on a real-world problem or issue, carrying out the design for a solution, and communicating
their work.”
● Missouri standards make clear that teachers are expected to link content to real-world issues in
Quality Indicator 5 (“Diverse social and cultural perspectives”). A Proficient teacher “builds
background knowledge from a variety of perspectives critical to fostering innovation, solving
global challenges, and assuring a healthy democracy,” while a Distinguished teacher “facilitates
student action to address real-world problems from a variety of perspectives related to the
discipline that improve their community and/or world.”
● An strong emphasis on the “21st Century Context” is woven throughout West Virginia’s
standards, which ask that teaching is done “through the use of relevant real-world examples,
applications and settings to frame academic content for students,” and by making “connections
between instruction and the real world outside the classroom both now and in the future.”
Teachers in West Virginia are charged with enabling students “to see the connection between their
studies and the world in which they live.” Most explicitly, a Distinguished teacher “engages
students in collaborative solving of real-world problems,” so that “learners in the 21st century will
understand all content at high levels of thinking and in the context of real-world applications.”
Competency 5: Model high expectations for all students
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• California dedicates an entire element under Standard 2 (“Creating and Maintaining Effective
Environments”) to the use of high expectations. Element 2.4 involves “creating a rigorous learning
environment with high expectations and appropriate support for all students.” Beginning at the
Emerging level, a California teacher is expected to develop an awareness of “the importance of
maintaining high expectations for students,” while an Exploring-level teacher “works to maintain high
expectations for students while becoming aware of achievement patterns for individuals and groups of
students.” A more advanced, Integrating-level teacher
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“integrates strategic scaffolds and technologies throughout instruction that support the full range of
learners in meeting high expectations for achievement.” An additional indicator under this element
involves using “scaffolds to address achievement gaps.”
● Ohio advises its teachers to “expect that all students will achieve to their full potential.” In
addressing this element, Proficient teachers “establish and clearly communicate high expectations
for all students through such actions as focusing on students’ positive traits and conveying a belief
in their abilities.” At the Accomplished level, “teachers set specific and challenging expectations
for each individual student and each learning activity.” At the Distinguished level, teachers take
on a leadership role and “assist other educators in their school and district in setting high
expectations for all students.”
● West Virginia standards address teachers’ expectations of learners in some level of detail. A West
Virginia teacher, not only “sets high expectations based on a conceptual understanding of what is
developmentally appropriate for all students,” but also “establishes a learner-centered culture
that allows all students to be successful while respecting their differences in learning styles, as well
as socio-economic, cultural, and developmental characteristics.” The state dedicates Indicator 3B1
under Standard 3 (“Teaching”) to teacher expectations, stating that a Distinguished teacher
“clearly and regularly communicates the belief that all students can master the learning targets
and offers support for students in self-direction.”
Competency 6: Model and promote respect for student differences
● California standards are explicit about the need for teachers to engender respect for student
diversity in the classroom. An Exploring-level teacher “seeks to understand cultural perceptions
of caring community,” while an Applying-level teacher “incorporates cultural awareness to
develop a positive classroom climate.” More advanced teachers are expected to foster classrooms
where students “promote respect and appreciation for differences,” and “take leadership in
resolving conflict and creating a fair and respectful classroom community where students’ [sic]
home culture is included and valued.”
● Ohio provides an expansive overview of how teachers are expected to engender respect for student
differences. The state’s standards make it clear that all teachers are expected to “model respect
for students’ diverse cultures, language skills, and experiences.” To address this element,
Proficient teachers “set clear rules to respect individuals and individual
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differences and avoid the use of bias, stereotypes, and generalizations in their classroom.” Along with
Alabama, California, and Washington, Ohio is one of the few states that explicitly call attention to the
importance of avoiding stereotypes and generalizations in the classroom. In addition, Accomplished
teachers in Ohio “foster a learning community in which individual differences and perspectives are
respected,” while Distinguished teachers “challenge disrespectful attitudes by modeling behavior for
others and working to ensure that all students are recognized and valued.” Ohio standards further
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address the area of linguistic diversity, stating that teachers must “respect and value the native languages
and dialects of their students.”
• Washington's Cultural Competency Standards are one of the few standards that specifically call
attention to the critical social markers of race and ethnicity throughout various standards and elements.
These standards say that an Induction-level teacher in Washington “recognizes students’ internal
strengths, respects their identities, and supports cultural (including racial and ethnic) identity
development through his or her attitudes and actions.” Meanwhile, Career-level teachers “appraise their
classroom organization, environment, and management routines to ensure that they are free of cultural
biases and equitable to students from all cultural backgrounds.” Inside and outside of the classroom, a
Washington teacher “promotes policies and practices that demonstrate respect for difference and
promote equity and social justice for all students.” Moreover, these teachers consider “how students from
different backgrounds experience the classroom, school, or district.”
Competency 7: Collaborating with families and the local community
• Alaska’s Guide to Implementing Alaska's Cultural Standards for Educators emphasizes the importance of
collaborating with families and communities in tremendous depth. The standards affirm that “culturallyresponsive educators work closely with parents to achieve a high level of complementary educational
expectations between home and school.” Educators who meet this cultural standard both “involve Elders,
parents, and local leaders in all aspects of instructional planning and implementation” and “promote
extensive community and parental interaction and involvement in their children’s education.” Alaska
standards also stand out for highlighting the importance of extending learning into the community.
Teachers are advised to “regularly engage students in appropriate projects and experiential learning
activities in the surrounding environment,” and to “utilize traditional settings such as camps as learning
environments for transmitting both cultural and academic knowledge and skills.”
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● California standards have a clear focus on engaging families as leaders and sources of information
about students’ cultural strengths. Specifically, an Exploring-level teacher “acknowledges the
importance of the family’s role in student learning,” and “seeks information about cultural norms
of families represented in the school.” An Applying-level teacher further “uses school resources
and family contacts to expand understanding of students’ prior knowledge, cultural backgrounds,
life experiences, and interests to connect to student learning.” Beyond offering “a wide range of
opportunities for families to contribute to the classroom and school community,” Innovating
teachers also foster “a school/district environment in which families take leadership to improve
student learning.”
● Only in North Carolina do standards explicitly speak of potential cultural barriers to parent
engagement. North Carolina teachers are expected to “seek solutions to overcome cultural and
economic obstacles that may stand in the way of effective family and community involvement in
the education of their students.” Teachers are also advised to “improve communication and
collaboration between the school and the home and community in order to promote trust and
understanding and build partnerships with all segments of the school community.”
● In Washington, the Teacher Standards-Based Benchmarks articulate the need for professional
teachers to engage in “informing, involving and collaborating with families and community
members as partners in each student’s cultural identity, educational process, including using
information about student achievement and performance.” Washington asks teachers to know
how to work with diverse families and calls on them to exemplify “cultural sensitivity in teaching
and in relationships with students, families, and community members.” Career-level teachers are
expected to continually engage in and pursue “partnerships with respect to students’ [sic] cultural
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identity within and beyond their teaching context, including parent and community partnerships
that result in greater educational opportunities.”
Competency 8: Communicate in linguistically and culturally responsive ways
• Alabama places a strong emphasis on the use of linguistically and culturally appropriate
communication. It is expected that every teacher “communicates in ways that demonstrate sensitivity to
diversity and that acknowledge and are responsive to different cultural, ethnic, and social modes of
communication and participation.” To exemplify this standard
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at the Pre-Service/Beginning level, a teacher becomes “aware of differences in communication modes
between self and learners and their families/guardians,” while an Applying-level teacher “seeks greater
knowledge and understanding of communication patterns through conversations with colleagues,
family/guardians, as well as through community visits, school resources, or study.” Regarding
linguistically appropriate communication, a teacher “recognizes the value of using learners’ native
language and linguistic background during instruction.” Alabama is one of a few states that emphasize
the need for linguistically appropriate outreach to families, stating that an Innovating-level teacher
“advocates for school-wide outreach to families/guardians whose first language is other than English.”
● Alaska’s Guide to Implementing Alaska's Cultural Standards for Educators makes a strong case for
the inclusion of students’ home language in the classroom. Alaska standards establish the
expectation that teachers “seek to learn the local heritage language and promote its use in their
teaching.” To address this element, a Proficient educator “builds partnership(s) with heritage
language speaker(s) to enrich curriculum with cultural knowledge and heritage language(s),”
while an Exemplary teacher “engages in conversational heritage language, and mentors students’
uses of heritage language(s) in the classroom.” Proficient and Exemplary teachers further co-teach
lessons with heritage language speakers, embed common expressions from heritage language(s) in
lessons, and integrate heritage language(s) into classroom discussions.
● As part of Standard 3 (“Family and Community Engagement”), Massachusetts articulates a
“Communications Indicator,” which calls on teachers to engage “in regular, two-way, and
culturally proficient communication with families about student learning and performance.”
Massachusetts joins Alabama in calling for teachers to recognize the importance of native
language when communicating with families. Teachers are expected to collaborate “with families,
recognizing the significance of native language and culture to create and implement strategies for
supporting student learning and development both at home and at school.”
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Conclusions and Recommendations
By opening the “black box” of culturally responsive teaching, this report offers a springboard for
ongoing dialogue about the skills, knowledge, and mindsets all teachers need to work effectively with
today’s learners. It is more pressing than ever that states update their definitions of quality teaching to
privilege these characteristics. This recommendation has recently been buoyed by several stakeholder
organizations. For instance, the Council of Chief State School Officers (CCSSO), which spearheads a
multi-state initiative to support the development of a diverse and culturally responsive workforce, calls
for states to “develop, pilot, revise, and adopt standards of cultural responsiveness with clear metrics,
guidance, professional learning avenues, and evaluation strategies for their operationalization in systems
of licensure.”66 In a recent report, Chiefs for Change likewise advises that states “adopt standards and
competencies focused on the skills necessary for teachers and school leaders to ensure the integration of
cultural relevance into preparation and training.”67

161

We recognize that assessing, revising, and adopting standards that better align to culturally responsive
practices is not easy. This work requires thoughtful collaboration between state education agencies,
institutes of higher education, local education agencies, state legislatures, and many other stakeholders.
This report offers insights that can help support this difficult but necessary work. Our scan finds that
while all states are including CRT competencies in their universal professional teaching standards as well
as their free-standing culturally responsive teaching standards, there is room for improvement in three
critical ways:
1. Revise teaching standards to articulate the eight culturally responsive teaching competencies
described in this report. Our scan suggests that additional attention should be paid to teachers’
understanding of system biases (competency 2), self-examination of biases (competency 1) as well
as promoting real-world problem solving (competency 5) and culturally and linguistically
responsive communication (competency 8). By integrating these competencies into their standards
states can provide shared language and a common roadmap for teachers to implement CRT in
their daily practice. However, it is important to note that the competencies outlined in this report
are in no way exhaustive; school system leaders ought to convene stakeholders to identify
additional CRT competencies that are appropriate for their contexts.
2. Craft a continuum of teaching practice that articulates a detailed vision of quality teaching at
different levels of sophistication. In addition to integrating additional standards or elements that
address all
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eight competencies, state leaders should consider developing a tool to support and guide teachers as they
develop and refine their culturally responsive practice over time. Teachers need to see what effective
CRT practice looks like at higher levels so that they can set goals to strengthen their practice. Developing
stand-alone standards for culturally responsive teaching along with relevant teacher practice
continuums, such as those reviewed here from Washington and Alaska, offer an opportunity to describe
the knowledge, skills, and dispositions associated with cultural responsiveness in greater depth and at
different levels of sophistication. However, this is only one option. Ohio, California, and Alabama are
three states that have developed comprehensive continuums of teacher practice to expand on their state's
universal standards. Teacher practice continuums in these states are good examples of tools states can
develop to support their teachers as they engage in self-assessment and goal setting for professional
growth.
3. Design teacher professional learning systems that help teachers develop and strengthen the
competencies outlined in your state's professional standards. It is important to recognize that changes in
teacher practice will not automatically follow from updating standards. For updates to pay off, states
need to make certain that their professional teaching standards are intentionally aligned to a coherent
system of preparation and development, one where pre-service coursework and curricula, licensure
assessments, evaluation systems, and ongoing learning opportunities all elevate the need for culturally
responsive practice and support full implementation. In addition, professional standards should help
education leaders at all levels set goals for the development of resources, tools, and ongoing professional
learning opportunities that will help teachers enact the CRT competencies in their daily instruction.
Although leadership standards were beyond the scope of our analysis, we would be remiss not to
acknowledge the critical role of school leaders in fostering teaching and learning environments that
encourage, rather than thwart, culturally responsive teaching. Therefore, it is essential that system
leaders also evaluate and update their leadership standards to align to teaching standards and include a
greater focus on CRT. Like teachers, these leaders should receive ongoing support and development so
that they can strengthen their practice as culturally responsive instructional leaders.
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Helping teachers develop and strengthen their skills as culturally responsive practitioners, puts them in a
better position to foster the types of learning encounters that are relevant to and effective for the learners
of today. But teachers are unlikely to get the support they need if culturally responsive teaching is treated
as an “add-on” approach by policymakers and education leaders. By taking bold action to weave CRT
competencies into their state’s
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definition of quality teaching, system leaders can begin to ingrain CRT into the DNA of districts, schools,
and classrooms; thereby ensuring that all learners in their state have access to rigorous and relevant
learning experiences that will set them up for college, career, and life success.
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Appendix A: Methodology
Data Collection
We first gathered statewide teaching standards (including stand-alone culturally responsive standards)
from the website of each state’s department or board responsible for establishing the standards. We
collected standards intended from all teachers across grade levels and did not collect standards that
apply to only a subgroup of teachers (e.g., bilingual teachers) or standards we deemed "optional". We
also collected supporting documents, including introductory language or preambles on state websites that
provide additional information about the purpose, uses, and intended audience. We contacted officials
via email to verify that we had identified the correct, most recent documents. We asked about the
purpose and uses of standards if this information was not available from a review of publicly available
documents. State officials had an opportunity to identify their state’s correct standards and provide
additional information about these standards. We received feedback from 33 states by March 27, 2019.
Sample Questions Sent to SEAs
● Could you confirm if the documents attached are the correct (and most recent) professional
teaching standards for your state?
● Is there a set of professional teaching standards that align expectations for teacher preparation
candidates and in-service teachers in your state?
● Has your state developed any additional guiding documents and/or rubrics that support your
teaching standards?
● What are the current uses of your state’s professional teaching standards?
● Who is the primary audience for your state’s professional teaching standards?
● Has your state adopted a stand-alone set of teaching standards relevant to cultural
responsiveness?
newamerica.org/education-policy/reports/culturally-responsive-teaching/ 38
Selection of Standards Documents
We were most interested in analyzing one standards document for each state, which undergirds processes
in both pre-service and in-service such as licensure, induction, evaluation, re-licensure, and professional
learning. In some cases, however, we were only able to identify teaching standards for initial certification/
licensure (e.g., Delaware, Georgia, and Illinois). It was also the case that some states (e.g., Alaska,
California, and Connecticut) had multiple sets of teacher- related standards. If we identified more than
one teaching standards document, we reviewed standards documents that we identified as offering the
most robust guidance. In some cases, states developed a supplemental document to expand on their
standards and differentiate these by career level or stages of development. Because these documents
expand on the states’ standards and provide more detailed guidance, we opted to review these
supplemental documents for states that have developed them (e.g., Alaska, California, and Connecticut).
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Aside from Washington and Alaska, only one standards document was reviewed for each state. We
recognize this is a limitation, as some states rely on multiple standards, including the InTASC Model
Core Standards and Progressions, and each standards document may approach CRT competencies
differently.
Coding Standards
We coded the content of standards across the eight CRT competencies outlined in Section 2 of this report
(“Defining Culturally Responsive Teaching”) by using the following questions:
● Do standards or elements explicitly address teacher ability to understand their own frames of
reference and/or biases in these frames?
● Do standards or elements explicitly address teacher understanding of institutional biases and/or
commitment to addressing institutional biases?
● Do standards or elements explicitly address teacher ability to use student culture to adjust
curriculum and/or instruction?
● Do standards or elements explicitly address teacher ability to connect content and/or concepts to
real-world problems (e.g., local and global issues)?
● Do standards or elements explicitly address teacher understanding of the need to set high
expectations?
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● Do standards or elements explicitly address teacher understanding of how to model and/or
promote respect for learners’ diversity/differences?
● Do standards or elements explicitly address teacher ability to engage with families and
communities?
● Do standards or elements explicitly address teacher ability to be culturally and/or linguistically
sensitive in engaging with learners and/or families?
We were conservative in our analysis of standards, opting not to “count” standards or elements
unless they included at least one statement that explicitly addressed the relevant competency. For
instance, broad references about teacher reflection that did not explicitly mention the ability to
reflect, specifically, on one’s own cultural frames and/or personal biases did not meet the criteria
of competency 1. Examples of statements categorized under each competency are presented in
section four of this report (“Excerpts from Excellent Teaching Standards Documents”).
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Appendix B: Overview of State Teaching Standards
State
Alaska Alaska
Arizona Arkansas California
Colorado
Connecticut
Delaware
District of Columbia Florida
Georgia
Hawaii
Idaho
Illinois
Indiana
Iowa
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Teaching Standards Reviewed68
Standards for Alaska's Teachers69
Alaska Standards for Culturally-Responsive Schools70
Arizona Professional Teaching Standards Arkansas Teaching Standards
California’s Continuum of Teaching Practice71 Colorado Teacher Quality Standards
Rubric for Evaluating Colorado Teachers
Connecticut Common Core of Teaching (CCT) Rubric for
Effective Teaching72
1597 Delaware Professional Teaching Standards
No standards were identified for D.C.73
The Educator Accomplished Practices (FEAPs) (Rule 6A5.065) TAPS Performance Standards and
Rubrics74
Hawai’i’s Teacher Performance Standards
Idaho Core Teaching Standards
Illinois Professional Teaching Standards
Indiana Developmental Standards for Educators75
Iowa Teaching Standards and Criteria
Alabama
Alabama Quality Teaching Standards (AQTS) and Continuum for Teachers
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State
Teaching Standards Reviewed68
Kansas
Kentucky
Louisiana Maine Maryland Massachusetts Michigan Minnesota Mississippi Missouri Montana
Nebraska
Nevada
New Hampshire New Jersey New Mexico New York North Carolina North Dakota Ohio
Professional Education Standards
Kentucky Teacher Performance Standards
General Competencies76
Common Core Teaching Standards
Essential Dimensions of Teaching77
Professional Standards for Teachers78
MI-InTASC Model Core Teaching Standards
Standards of Effective Practice for Teachers (8710.2000)
Model Core Teaching Standards79
Teaching Standards
Teaching Standards (10.58.501)
Nebraska’s Performance Framework for Teachers Nebraska Framework Levels of Performance:
Teacher
Model Core Teaching Standards80 Professional Education Requirements81
NJ Professional Standards for Teachers
New Mexico Teacher Competencies
New York State Teaching Standards
North Carolina Professional Teaching Standards Uniform Teacher Professional Standards
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Ohio Standards for the Teaching Profession
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State
Teaching Standards Reviewed68
Oklahoma
Oregon
Pennsylvania Rhode Island South Carolina South Dakota Tennessee Texas
Utah Vermont Virginia Washington Washington West Virginia Wisconsin Wyoming
InTASC Model Core Standards
InTASC Model Core Teaching Standards82
Oregon Model Core Teaching Standards
InTASC Model Core Teaching Standards82
Rhode Island Professional Teaching Standards South Carolina Teaching Standards 4.0
South Dakota Framework for Teaching84
InTASC Model Core Teaching Standards85 Teacher Standards (RULE §149.1001)
Utah Effective Teaching Standards
InTASC Model Core Teaching Standards
Virginia Standards for the Professional Practice of Teachers
Washington Teacher Standards-Based Benchmarks
Cultural Competency Standards
West Virginia Professional Teaching Standards
Wisconsin Teacher Standards
InTASC Model Core Teaching Standards85
InTASC Model Core Teaching Standards and Learning Progressions for Teachers 1.0
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Appendix Q - Student-Teacher Contact Examples
Hello Adrina,
Please put out a robocall on Oct. 7th for parent-teacher conferences:
_________________________________
Good Afternoon ANCCS Families,
It is almost the end of the first quarter.
On October 23rd and 24th will be our fall parent-teacher conferences dates. Students will be
dismissed at 12:30 each day. On Friday, October 25th will be a day off for students and students should not
report to school.
Today parents are able to sign their child up using the parent-teacher conference scheduler. You can find the
conference scheduler on our school website. If you are unable to access a computer and need assistance with
scheduling your child's conference please contact your child's teacher.
We look forward to seeing you! Have a great afternoon.
Quyana
_____________________________
Note to you - Put this on our website:
The Online Conference Scheduler link (https://www.asdk12.org/conferences)
Sheila Sweetsir
Principal
Alaska Native Cultural Charter School
Telephone: 907-742-1370
(2019)
From: Sweetsir_Sheila
Sent: Saturday, October 3, 2020 3:35 PM
To: Ak Native Cultural Charter <AkNativeCulturalCharter@asdk12.org>
Subject: Parent-Teacher Conference Schedule LINK
Good Afternoon Teachers,
Parent teacher conferences are right around the corner. We do not have the Conference Scheduler this year as
we have in the past years. I created a conference schedule with a google spreadsheet, titled Parent Teacher
Spreadsheet Oct2020. It is in ak_google. Having a google doc will allow all of us to see one another's class
conference schedule as well as the office.
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You will see on the schedule there are three dates to schedule families on: October 7, 14, and 21. The
conferences will be for 25 minutes with a 5-minute transition time between conferences. You will also see on
the schedule to the right a place for you to put conferences that are not scheduled on Wednesdays.
Please plan to share with your families in your newsletters and Remind about conferences. The office will also
send something out through email and Facebook.
Here is the link for the schedule:
https://docs.google.com/spreadsheets/d/1YjHckDnRPvOocItLhldrPudl2qefZ0Fl9DoMkKeGyg/edit#gid=917786047
Every year we need to submit our total count to ASD for all classrooms and how many conferences each of you
completed. Here is the link for you to record your count once you are finished:
https://docs.google.com/spreadsheets/d/1iYuUlyansMgclMcEBdIVkEMQYlT7z0DMGlyWTeuPsys/edit#gid=0
From: KIMBERLY ROLLAND <rolland_kimberly@asdk12.org>
Sent: Monday, October 5, 2020 8:53 AM
To: Alaska Native Cultural Charter School Recipients <recipients@asdk12.parentlink.net>
Subject: Fall Conferences
CAUTION: This email originated from outside of the organization. Do not click links, reply or open
attachments unless you recognize the sender and know the content is safe.
Hello ANCCS Families!
We will still be holding parent-teacher conferences this fall, however, due to our current situation, the
conferences will be held virtually. Please contact your child’s teacher to set up a Zoom conference for either
Wednesday, October 7th, 14th, or the 21st. Middle School will contact parents and have their own schedule.
Attachments:
P_T_Conf_Facebook_Clipart.png (110.7 KB)
From: ADRINA LAVERN <lavern_adrina@asdk12.org>
Sent: Thursday, February 4, 2021 8:30 AM
To: Alaska Native Cultural Charter School Recipients <recipients@asdk12.parentlink.net>
Subject: ANCCS Parent-Teacher Conferences CANCELLED
CAUTION: This email originated from outside of the organization. Do not click links, reply or open
attachments unless you recognize the sender and know the content is safe.
Waqaa ANCCS Families,
ANCCS Parent-Teacher Conferences are CANCELLED.
Teachers have been regularly communicating with parents/guardians throughout the school year. Therefore, we
will not have Parent-Teacher Conferences on February 10th and 11th.
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We still believe communication between teachers and parents is critical to student success. If you would like to
schedule a 20-minute parent-teacher conference, please contact your child's teacher's to set up a meeting to
discuss your child's progress.
Quyana
Attachments:
messages/attachments/143373d5e5c3b37f5585d173f86fc421/ANCCSParentTeacher_Conference_CANCELLED.png (300.8 KB)
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Appendix R - ANCCS School-Wide Behavior Plan
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Appendix S: Signed Charter School Assurance
By signing this document, the school district files its assurance that the statements, documents and/or
information listed below is in compliance with all state and federal laws and regulations.
The charter school bylaws previously submitted to the department in the initial application or previous renewal
applications have not changed. 4 AAC 33.110(a)(4)
The charter school administrative policy manual submitted to the department in the initial application or
previous renewal applications has not changed. 4 AAC 33.110(a)(13)
The charter school follows all district approved practices to account for receipts and expenditures. AS
14.03255(b)(1)(c)(6), 4 AAC 33.110(a)(14)(B)
The charter school has been successful in ending each year with a zero or positive fund balance. AS
14.03255(b)(1)
All audit reports to date indicate the charter school has met its obligation to ensure the fiscal integrity of the
school’s financial operation. AS 14.03255(b)(2)(c)(13)
Name of the School District: Anchorage School District_________
Name of the Charter Program: Alaska Native Cultural Charter School
Name of Superintendent: Dr. Deena Bishop______________________
Signature of Superintendent:

______________________________

Date:

______

