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FOREWORD

A Message from the
State Superintendent of Public Instruction
and the State Board of Education

California is expanding opportunities for its unique and diverse student population to
acquire world languages, develop intercultural competence, and become global citizens.

The World Languages Framework for California Public Schools, Kindergarten Through
Grade Twelve represents a timely and significant step forward in supporting teachers of
world languages; students developing multilingual proficiency; parents and guardians who
want their children to acquire, maintain, or strengthen a language other than English; and
communities and businesses engaged in global enterprise. The content and guidance in
this document support the goals of the World Languages Standards for California Public
Schools, Kindergarten Through Grade Twelve, making it a key resource in our ongoing
commitment to ensure that all California students are prepared for college, twenty-first
century careers, and global citizenship. This framework celebrates the diversity of our
great state and embodies the inclusionary objectives of the State Board of Education (SBE)
and the California Department of Education (CDE).

Curriculum based on this framework will incorporate instructional approaches proven to
yield a positive impact on the acquisition of world languages. Consistent with recently
adopted frameworks in other subject areas, this framework calls for students to participate
actively in the learning process. The framework is designed to help teachers and
administrators create language programs where the target language is the vehicle to teach
academic content and students employ authentic materials in the target language and use
the target language to communicate within and beyond the world languages classroom.

During development of the framework, the CDE and the SBE received a significant
volume of public comment. This feedback from teachers, administrators, professional
organizations, interest groups, and members of the public has been reflected in the
document. The result is a document that recognizes that students who are successful

in the twenty-first century are those who are proficient in more than the core subjects.
These students will lead as global citizens with the ability to navigate the international
marketplace, communicate proficiently, and interact meaningfully and successfully across
cultures.

In addition to the guidance for teachers and administrators on standards implementation,
the framework includes chapters on assessment, access and equity, instructional
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strategies, and professional learning—all designed to support teachers and administrators
as they promote multilingualism for all students through access to high-quality, well-
articulated world languages programs. The framework also includes criteria for evaluating
instructional materials for kindergarten through grade eight to help educators select
curricular tools that incorporate the goals of the World Languages Standards. The skills
students acquire in a world languages classroom will enable them to contribute effectively
to state and national efforts and to succeed in business, research, and international
relations in the twenty-first century.

State Superintendent of Public Instruction

LINDA DARLING-HA OND

President, State Board of Education

Vi
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CHAPTER 1

Chapter Overview

CHAPTER OBJECTIVES
By the end of this chapter, readers should be able to:

0 Understand the role that linguistic diversity plays in the State of California
[ Describe the organization of the California WL Standards

O Identify the audiences for which this framework is designed
O

Understand the varied legislative initiatives that provide support for world
languages education in California

O Understand the guiding principles underlying this framework
[0 Understand the role of language learning in the development of global
competence
Introduction

Living and learning in California, a state of extraordinary linguistic diversity and cultural
pluralism, places students at the heart of vibrant cultural exchanges and impactful
language learning opportunities. This diversity is reflected in the state’s rich variety of
ethnicities and languages. The US Census Bureau estimates that 56 percent of individuals
age five and older living in California speak only English at home, while 44 percent speak
another primary language (United States Census Bureau 2014-2018). After English, the
most commonly spoken language is Spanish; other commonly spoken languages include
Chinese, Filipino/Pilipino, Viethamese, and Korean (CDE 2019a).

California occupies a leading place in the global economy and is considered a trendsetter
in areas such as popular culture, innovation, and environmentalism. California’s leading
economic sectors are as diverse as its population: agriculture, travel and tourism,
technology and scientific innovation, financial services, and entertainment. California
has the largest subnational economy in the world, and if it were an independent country,
California would be the fifth-largest economy in the world.

The unprecedented global challenges posed by international conflicts, global trade, and
climate change make the need for international understanding and collaboration more
valuable than ever before. Providing students with pathways to develop multiliteracy
and global competence will prepare them to engage in intercultural communication
with members of target cultures around the world. The extraordinary global influence of
California can only be enriched and enhanced by providing increased opportunities to
students throughout the state to develop multiliteracy through the study of languages in
addition to English.
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The adoption of the World Languages Standards for California Public Schools, Kindergarten
Through Grade Twelve (WL Standards) and the publication of this framework represent the
commitment of the State of California to increase multiliteracy throughout the state. The
California Department of Education (CDE) is dedicated to ensuring that each and every
student receives an education that enables them to take advantage of career options in

a global context. The efforts of the CDE, including the development of this framework,

to enact the Global California 2030 initiative proposed by former State Superintendent

of Public Education Tom Torlakson demonstrate the state’s commitment to increasing
multiliteracy. California world languages education prepares all students to compete in a
global marketplace, to pursue their dreams and ambitions through interaction with people
from other cultures, to appreciate or understand their own culture through studying other
cultures, and to contribute to the state’s economic and social well-being and increase
intercultural appreciation and global competence in California and the world.

California students who have the opportunity to learn more than one language are able to
increase their overall literacy (listening/viewing, reading/writing, and speaking/signing),
thus learning transferrable skills that build their communicative, cultural, and intercultural
proficiency in English and other languages. The different aspects of literacy and how
teachers can support students as they develop their skills is discussed in depth in this
framework in chapter 3, Pathways to Multiliteracy. A more optimistic and promising future
is in store for our students—and our communities—by ensuring that all students acquire
and develop communicative, cultural, and intercultural proficiency in languages other
than English (LOTE) and gain strong literacy and language skills in all subject areas.

Vision and Goals for California’s Children and Youth

In the years preceding the development of the WL Standards and WL Framework, there
have been many legislative and educational initiatives that contribute to a greater focus on
the importance of world languages education for all California students. In 2018, former
Superintendent Torlakson asked a team of educators to prepare a roadmap for future
education reforms: A Blueprint for Great Schools, Version 2.0. As part of this report, the
mission statement of the CDE is as follows:

California will provide a world-class education for all students, from early childhood
to adulthood. The Department of Education serves our state by innovating and
collaborating with educators, schools, parents, and community partners. Together, as
a team, we prepare students to live, work, and thrive in a multicultural, multilingual,
and highly connected world.

This statement clearly indicates the value placed on developing multiliteracy in
California’s public school students. When taken together, recent initiatives support the
vision and goals developed to implement the mission of the CDE, especially where it
relates to developing students” multiliteracy and global competence.

One significant legislative initiative designed to increase communicative, cultural,
and intercultural proficiency in California students was the passage of Proposition 58,
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approved by California voters in November 2016. This proposition is also known as

the California Education for a Global Economy (CA Ed.G.E.) Initiative. The CA Ed.G.E.
Initiative authorizes school districts and county offices of education to establish high-
quality language acquisition programs for both native and nonnative English speakers and
requires school districts and county offices of education to solicit parent and community
input in developing language acquisition programs. Most importantly, Proposition 58
removes previous limitations on the types of programs available to help English learners
continue to develop proficiency in their home language so educational leaders, parents,
and families have choices about the most appropriate program to develop students’
multiliteracy.

Other significant legislation enacted in 2018 that provides support for world languages
programs for California students includes:

= AB 2319: Changes wording from “foreign language” to “world language” in the
Education Code

m  AB 2239: Establishes A-G course certification for heritage language courses
m  AB 2514: Establishes Pathways to Success dual language grant program

m  AB 2735: Provides equal access to participation in standard instructional
programs for English learners

For further information about legislative priorities related to world languages education,
please visit the CDE website at https://www.cde.ca.gov/ci/fl/cf/ch1.asp#linkT.

As part of the initiative to develop multiliterate students, the WL Framework provides
numerous examples and specific suggestions in order to support California educators.
Figure 1.1, for instance, outlines how teachers can guide students in their development of
the varied skills that students acquire as they develop literacy in English and other world
languages. The capacities discussed in figure 1.1 are outlined by the National Governors
Association (NGA) Center for Best Practices and the Council of Chief State School Officers
(CCSSO). The WL Framework, like all recent California curriculum frameworks, supports
teachers in developing students’ capacities as literate individuals. Chapters 6, 7, and 8
offer specific guidance for language teachers to support literacy as they implement the WL
Standards and develop students” multiliteracy and global competence.


https://www.cde.ca.gov/ci/fl/cf/ch1.asp#link1
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FIGURE 1.1: Capacities of Literate Individuals

Students demonstrate independence.

Students can, without significant scaffolding, comprehend and evaluate complex
texts across a range of types and disciplines, and they can construct effective
arguments and convey intricate or multifaceted information. Likewise, students

are independently able to discern a speaker’s key points, request clarification, and
ask relevant questions. They build on others’ ideas, articulate their own ideas, and
confirm they have been understood. Without prompting, they demonstrate command
of standard English and other world languages and acquire and use a wide-ranging
vocabulary. More broadly, they become self-directed learners, effectively seeking out
and using resources to assist them, including teachers, peers, and print and digital
reference materials.

Students build strong content knowledge.

Students establish a base of knowledge across a wide range of subject matter—

such as arts, sciences, and math, among others—by engaging with works of quality
and substance. They become proficient in new areas through research and study.
They read purposefully and listen attentively to gain both general knowledge and
discipline-specific expertise. They refine and share their knowledge through writing,
speaking, and signing.

Students respond to the varying demands of audience, task, purpose, and discipline.

Students adapt their communication in relation to audience, task, purpose, and
discipline. They set and adjust their purpose for reading, listening/viewing, writing,
speaking/signing, and language use as warranted by the task. They appreciate
nuances and are aware of cultural differences, such as how the composition of

an audience should affect tone and register when speaking/signing and how the
connotations of words affect meaning. They also know that different disciplines
call for different types of evidence, such as documentary evidence in history or
experimental evidence in science.

Students comprehend as well as critique.

Students are engaged and open-minded—but discerning—readers, listeners, and
viewers. They work diligently to understand precisely what an author, speaker,

or signer is communicating. However, students do not simply accept what has

been communicated. Rather, they also question an author’s, speaker’s, or signer’s
assumptions and premises and assess the validity of claims and the soundness of the
reasoning of the message.
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Students value evidence.

Students cite specific evidence when offering an oral or written interpretation of
a text. They use relevant evidence when supporting their own points in writing
and speaking, making their reasoning clear to the reader or listener, and they
constructively evaluate others” use of evidence.

Students use technology and digital media strategically, capably, and responsibly.

Students employ technology thoughtfully to enhance their reading, writing, speaking,
listening, and language use. They tailor their online searches to acquire useful
information efficiently, and they integrate what they learn through technology with
what they learn offline. They are familiar with the strengths and limitations of various
technological tools and mediums and can select and use those best suited to their
communication goals. Students are aware of the ethical responsibility that comes
with using technology and online searches to avoid plagiarizing material and to give
credit to online sources and authors.

Students come to understand other perspectives and cultures.

Students appreciate that the twenty-first-century classroom and workplace are
settings in which people from often widely divergent cultures and who represent
diverse experiences and perspectives must learn and work together. Students actively
seek to understand other perspectives and cultures through reading, listening,

and viewing, and they are able to communicate effectively with people of varied
backgrounds. They evaluate other points of view critically and constructively.
Through reading great classic and contemporary works of literature representative

of a variety of periods, cultures, and worldviews, students can vicariously inhabit
worlds and have experiences much different than their own.

Adapted by CDE from National Governors Association (NGA) Center for Best Practices and
the Council of Chief State School Officers (CCSSO).

Former Superintendent Tom Torlakson launched the Global California 2030 initiative

in 2018 to expand the teaching and learning of world languages and the number of
students proficient in more than one language by 2030. At the launch of the initiative, the
Superintendent said, “The mission of Global California 2030 is to equip our students with

the world language skills to succeed in the global economy and to fully engage with the

diverse mixture of cultures and languages found in California and throughout the world.”
Global California 2030 includes the following goals.

= By 2030, half of all K-12 students will participate in programs leading to
proficiency in two or more languages, either through a class, a program, or an
experience.
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®  The number of students who receive the California State Seal of Biliteracy,
which is nationally recognized for college admissions and career opportunities,
will more than triple from 46,952 in 2017 to more than 150,000 in 2030. By
2040, three out of four graduating seniors will earn the California State Seal of
Biliteracy by demonstrating proficiency in English and another world language.

= The number of dual immersion programs that teach languages other than English
will quadruple from about 400 in 2017 to 1,600 in 2030.

=  The number of new bilingual teachers authorized in world languages classes will
more than double from 2017 to 2030.

As California students build literacy in both English and languages other than English,
they develop readiness for college, career, and civic life. The varied legislative and
educational initiatives that have been and will be implemented open many new pathways
and opportunities to California students and will contribute to increasing the global
competence of graduates of California public schools in the future.

Overview of the California World Languages Framework

The World Languages Framework for Public Schools, Kindergarten Through Grade Twelve
(WL Framework) provides a blueprint for the implementation of the WL Standards, which
were adopted by the California State Board of Education (SBE) in January 2019. The WL
Framework marks a historic moment for world languages education in California. The
publication of this document marks the first time that teachers and other interested parties
have access to both world languages standards and a comprehensive world languages
framework that provide educators with guidance on implementing a high-quality world
languages program for each and every student at all levels from kindergarten through
grade twelve.

This framework is also groundbreaking because it aligns to national standards and
research-based teaching practices in world languages education. By becoming more
familiar with nationally recognized standards and research, California teachers will be
able to engage in powerful professional networking with educators from around the
country and the world by reading publications, attending local and state workshops and
conferences—such as those offered by the California Language Teachers’ Association
(CLTA)—and participating in a variety of national professional learning opportunities—
such as those offered by the American Council on the Teaching of Foreign Languages
(ACTFL).

The WL Standards that are discussed and illustrated in this framework are organized into
three main standards, or three C’s: Communication, Cultures, and Connections. Each of
the standards is further divided into individual standards focused on specific aspects of
each of the three C’. Figure 1.2 outlines the organization of the three standards and how
they are further delineated into the elements of each standard. Chapters 6, 7, and 8 of this
framework provide detailed explanation and examples of how each standard and element
can be incorporated into world languages curricula and instructional practices.
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FIGURE 1.2: Organization of the California 2019 World Languages Standards

Category Standards

Communication . Interpretive Communication

. Interpersonal Communication

. Presentational Communication

. Settings for Communication

. Receptive Structures in Service of Communication

. Productive Structures in Service of Communication

N o U1 kW N —

. Language Comparisons in Service of Communication

Cultures . Culturally Appropriate Interaction
. Cultural Products, Practices, and Perspectives

. Cultural Comparisons

A W N =

. Intercultural Influences

Connections 1. Connections to Other Disciplines

No

. Diverse Perspectives and Distinctive Viewpoints

The WL Standards are rooted in the principle that each and every student in California be
afforded the opportunity to develop proficiency in languages other than English, including
their heritage language, and to develop global competence by demonstrating intercultural
proficiency. This means that rather than being discouraged from enrollment in world
languages courses, each and every student, including English learners (EL), students living
in poverty, migrant students, students with visible and nonvisible disabilities, underserved
students, Deaf and Hard of Hearing (DHH) students, students with interrupted formal
education (SIFE), students in Gifted and Talented Education (GATE), and students with
low academic skills, deserves the opportunity to develop their skills in both English and

at least one language other than English in order to prepare them to be college and career
ready.

The WL Framework is complemented by and supports other California standards and
frameworks, including the California Common Core State Standards for English Language
Arts and Mathematics, the English Language Arts/English Language Development
Framework for California Public Schools, Kindergarten Through Grade Twelve (ELA/ELD
Framework), and other curricular areas. World languages education incorporates content
across the diverse subject areas that students are exposed to in their overall studies, and
the WL Framework provides guidance to educators on creating connections to other
disciplines while simultaneously learning to communicate in another language.

Another important connection between world languages and ELA/ELD education is
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the vision for language learning. High levels of proficiency in English and the target
language are validated by the California State Seal of Biliteracy, which has been

offered for California students since 2012. State Superintendent of Public Instruction
Tony Thurmond and the SBE recognize biliteracy as a precious commodity that is
worthy of encouragement and nurturing by educators in our state. The California State
Seal of Biliteracy is awarded to high school graduates who have attained a high level

of proficiency in all the modalities (listening, reading, viewing, speaking, signing, and
writing) that characterize communication in one or more languages in addition to English.
As former Superintendent Torlakson has emphasized, “Fluency in a second language
helps our students be well prepared to compete in a global marketplace. The gold seal
on their high school diploma recognizes and celebrates a second language as an asset
not just for themselves, but for our state, nation, and world. In the pursuit of a biliterate
and multiliterate citizenry, California has the opportunity to build on the linguistic assets
that our English learners bring to public schools while also supporting the acquisition

of biliteracy and multiliteracy in students whose home language is English. This goal is

a necessary component of a world-class education and will contribute to California’s
continued leadership in the nation and the world.”

The WL Framework also emphasizes the importance of ongoing professional learning
opportunities for world languages teachers. As teachers implement the lesson design
principles and classroom practices outlined in the WL Standards and this WL Framework,
it is essential that they have access to high-quality, research-based professional learning
so they can be supported in their professional growth. They may access this professional
learning by attending workshops and conferences, or by participating in professional
learning programs offered by state and national organizations and professional
associations, such as CLTA, ACTFL, and the California World Language Project (CWLP).

Audiences of the Framework

This framework has multiple audiences: (1) new and experienced educators, (2) site
and district administrators and leaders, including governing board members and other
interested parties, (3) developers and publishers of curriculum programs and materials,
(4) families and other community partners, (5) policymakers, and (6) institutions,
organizations, and individuals involved in teacher preparation.

1. New and experienced educators use this framework along with the WL Standards
as a road map for curriculum design, instruction, and assessment.

10
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2. Administrators use this framework as they design pathways for language learning
that offer students access to world languages education from transitional
kindergarten through grade twelve. The framework also provides guidance
to site and district administrators as they recruit and hire qualified teachers,
provide educators with feedback on classroom practice, plan or fund appropriate
professional development, and adopt innovative, standards-aligned instructional
materials.

3. Publishers attend to the content and pedagogical requirements specified in the
WL Standards and WL Framework to ensure that all California students have
access to carefully designed, research-based instructional materials that are
appropriate for diverse linguistic and cognitive learning needs.

4.  Parents, guardians, and communities of language speakers can be inspired by
this framework to work with schools to offer opportunities for students to interact
with people who communicate in the target language and participate in the
target culture, including helping to design and support opportunities for learners
to travel and study abroad. The framework is a guide to these parties as they
engage in efforts to support their community’s children and youth, as well as
those who teach them, and as they review curricula at the local and state levels.

5.  Policymakers reference this framework as they make decisions about academic
requirements for California students as well as set policy and funding for
supporting professional learning for world languages educators across the state.

6. Institutions, organizations, and individuals involved in teacher preparation and
delivery of ongoing professional learning for educators use this framework to
guide academic requirements for teacher candidates as well as program design
and implementation.

Organization of the World Languages Framework

The California WL Framework is designed to be a resource to new and experienced
world languages teachers, administrators, district leaders—including governing

board members, parents and guardians, community partners, policymakers, teacher
preparation institutions, and other interested parties. The WL Framework includes both
theoretical information about language learning programs and practical suggestions and
recommendations for designing learning experiences for world languages students of all
ages and proficiency ranges.

Figure 1.3 is intended to provide those who are consulting this framework with guidance
about which chapters might be of most interest and assistance to them. The figure lists
each of the chapters that make up the WL Framework and indicates which chapters might
be most helpful to the individuals and institutions interested in learning more about world
languages education in California.
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FIGURE 1.3: Chapters in the World Languages Framework Annotated for
Potential Audiences

Key

WLE: World Languages Educators Prep: Teacher Preparation Programs

SDA: Site and District Administrators Univ: University professors

P/FM: Parents/Family Members Yes: Applies; No: Does not apply

Chapter WLE SDA P/FM Prep Univ
Chapter 1: Introduction Yes Yes Yes Yes Yes
Chapter 2: Access and Equity for California’s Ves Ves Ves Ves No
World Languages Students

Chapter 3: Pathways to Multiliteracy Yes Yes Yes Yes No
Chapter 4: Overview of the World Ves Ves Ves Ves Ves
Languages Standards

Chapter 5: Implementing 'ngh—Quallty Ves Ves No Ves Ves
World Languages Instruction

Chapter 6: Teaching the Communication Ves Ves No Ves Ves
Standards

Chapter 7: Teaching the Cultures Standards Yes Yes No Yes Yes
Chapter 8: Teaching the Connections Ves Ves No Ves Ves
Standards

Chapter 9: The Proficiency Ranges in the
World Languages Standards ves ves ves ves ves
Chapter 10: Assessing the Learning of World Ves Ves No Ves Ves
Languages

Chapter 11: Professional Learning and

Support for World Languages Educators ves ves ves ves ves
Chapter 12: Unique Features of Individual Ves No Ves Ves Ves
Languages

Chapter 13: Instructional Materials Yes Yes No Yes Yes
Chapter 14: Glossary Yes Yes Yes Yes Yes
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Brief snapshots and longer vignettes are included throughout this WL Framework

and are intended to provide glimpses of effective instruction and assessment in world
languages classrooms. These brief examples should not be viewed as prescriptive since the
instruction provided in individual classrooms varies in accordance with student needs and
the local context.

Guiding Principles for the World Languages Framework

The design of this WL Framework is based on four principles and beliefs, based upon
input from world languages educators and leaders around the state during a series of
focus group meetings and approved by the Instructional Quality Commission (IQC). The
principles, listed below, guide student access to world languages education, highlight
the value of developing multiculturalism and multiliteracy as a key component in
global competence and career readiness, and underscore the importance of both high-
quality curricula that incorporate culturally authentic materials and ongoing support for
professional learning opportunities for world languages educators.

Principle 1: All students can and should learn other world languages in addition to
English (LOTE).

The guidelines in this framework are based on the fundamental belief that all students
can and should learn other world languages in addition to English. Developing
communicative, cultural, and intercultural multiliteracy is essential to creating global
citizens who can contribute positively to California’s economic and cultural success. This
framework provides guidance to language teachers to help them tailor lessons to meet
students’ varied needs and challenge students appropriately. Access to learning languages
other than English and the ability to develop multiliteracy is a fundamental opportunity
that should be available to all students enrolled in California public schools. This includes
heritage and native speakers of languages other than English, students living in poverty,
migrant students, students with visible and nonvisible disabilities, DHH students, gifted
and talented students, English learners, students with interrupted formal education,
underserved students, and students with low academic skills.

Principle 2: World languages proficiency is a key component in global competence and
career readiness.

California students who develop proficiency in world languages are well prepared for
success in college and career. A variety of research demonstrating the positive influence
of language learning on general academic success can be found at the website of the
American Council on the Teaching of Foreign Languages (ACTFL). In the Framework

for 21st Century Learning, the Partnership for 21st Century Learning (P21) lists
communication as one of the learning and innovation skills that students need to develop.
The Partnership for 21st Century Learning also states that world languages are one of the
key subjects in which twenty-first century learners must develop proficiency in order to be
effective members of a global society.
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California educators strive to provide students with the ability to develop proficiency

in languages other than English, so they have greater access to succeed in work, life,
and global citizenship. As P21 advises, “When a school, district, or state builds on

this foundation, combining knowledge and skills with the necessary support systems

of standards, assessments, curriculum and instruction, professional development, and
learning environments, students are more engaged in the learning process and graduate
better prepared to thrive in today’s digitally and globally interconnected world” (Battelle
for Kids 2019).

Figure 1.4 provides a visual model of the connection between core curricula, twenty-
first century skills, and educational practices in schools and districts. The design of

this diagram emphasizes that the twenty-first century themes and the three categories

of twenty-first century skills (Life & Career Skills, Learning & Innovation Skills, and
Information, Media & Technology Skills) are an overlay that enhance the work that
schools already do related to the items shown in the boxes at the base of the diagram.
Chapters 6, 7, and 8 include more information to guide educators in how to incorporate
twenty-first century skills into their instructional practice to help students develop college
and career readiness.

FIGURE 1.4: Framework for 21st Century Learning

Text accessible version of figure 1.4

Source: Partnership for 21st Century Learning (a Network of Battelle for Kids) https://www.
cde.ca.gov/ci/fl/cf/ch1.asp#link2
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In 2016, as the culmination of a two-year California Global Education Summit, the
California Department of Education (CDE) collaborated with educational partners such
as the California Global Education Project (CGEP) and the California World Language
Project (CWLP) around the state to establish the California Global Education Network
(CGEN). CGEN has a stated goal of implementing and supporting global education
programs in K-12 classrooms and after school programs. The CDE adopted the four
domains for global competence presented by the Council of Chief State School Officers
(CCSSO) and the Asia Society in 2011 to foster awareness and curiosity about how the
world works.

Figure 1.5 is a visual representation of the four domains of global competence as
described by the Asia Society. Because the visual is presented in the form of a circle, it
emphasizes that each of the four domains connects to the others in a cyclical manner

and each domain is both necessary to student understanding and contributes to student
competence in the other domains. More information about the application of the domains
of global competence can be found in chapters 7 and 8 of this framework.

FIGURE 1.5: The Four Domains of Global Competence

Text accessible version of figure 1.5

Source: Four Domains of Global Competence (Asia Society 2005)
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The various collaborators in CGEN have developed the Global Competence Indicators &
Benchmarks for K-12 Students in California (2017), which outlines global competence
performance indicators for students in the four domains of global competence identified
by the Asia Society: Investigate the World, Recognize Perspectives, Communicate Ideas,
and Take Action. Students meet benchmarks on a continuum ranging from developing

to progressing and, finally, practicing global competence. California world languages
educators, in collaboration with other educators, can use this resource to integrate
culturally appropriate content and communicative opportunities into learning episodes as
they help students develop global competence. For more information on the four domains
of global competence, see chapter 4 of this framework.

Principle 3: World languages curricula should be well designed, comprehensive, and
integrated.

Teachers use principles of the Universal Design for
Learning (UDL) approach to design learning episodes
that allow all students to interpret authentic materials
and develop language proficiency:.

Effective world languages curricula are aligned to the WL Standards and emphasize the
development of communicative, cultural, and intercultural proficiency to allow learners
to interact effectively in a variety of real-world situations. Teachers use principles of the
Universal Design for Learning (UDL) approach to design learning episodes that allow

all students to interpret authentic materials and develop language proficiency. World
languages curricula developers recognize the importance of including authentic materials
as instructional resources. When selecting resources for use in the classroom, teachers
ensure that curriculum materials are

®  age appropriate;

= culturally relevant, sensitive, authentic, and meaningful;
= rich in language, content, and culture;

® engaging and of interest to students;

m  appropriate for students’ proficiency range; and

= mindful of the varied backgrounds and experiences of students.

Principle 4: Effective teaching is essential to student success.

This framework recognizes that a well-designed curriculum is not the only element in
ensuring student success in developing proficiency in languages other than English. A
fundamental key to effective world languages teaching is the use of the target language
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in all phases of instruction, beginning from the first year of instruction and across all
course levels and proficiency ranges. ACTFL recommends that language educators and
their students use the target language as exclusively as possible (90 percent or more of the
time) at all levels of instruction, starting at Novice range, during instructional time and,
when feasible, beyond the classroom. The State of California supports ACTFL's position
recommending the use of the target language at least 90 percent of the time in classroom
instruction and student practice. In the case of dual language immersion classes, when
teaching and learning content in the target language teachers and students use the target
language 100 percent of the time.

Teachers make decisions about appropriate and effective instructional strategies through
thoughtful planning that incorporates the concept of UDL and backward design. When
using UDL and backward design approaches to planning, teachers identify what they
want students to know about and be able to do with language functions, as found in

the NCSSFL-ACTFL Can-Do Statements. Teachers use or adapt these Can-Do Statements
to design appropriate performance assessments that measure how well students
communicate. More information about NCSSFL-ACTFL Can-Do Statements can be found
on the ACTFL website (https:/www.cde.ca.gov/ci/fl/cf/ch1.asp#link3).

Universal Design for Learning (UDL) is a teaching approach
to help each and every student be successful. UDL provides
students with a wide range of abilities, special needs,
disabilities, ethnic backgrounds, language skills, and learning
styles access to content and support through multiple means
of representation, action and expression, and engagement.

Once they have identified learning targets and objectives (can-do statements), teachers
then determine the communicative, cultural, and intercultural tools students will need

to be able to accomplish the communicative function. World languages educators teach
content and communication using the target language, rather than simply teaching about
the language with a disproportionate focus on grammatical form. They also carefully
select authentic materials for students to interact with that provide access to the diverse
perspectives and distinct viewpoints of the target cultures.

World languages educators apply the lens of language functions to their instructional
planning and practices in order to assist learners to develop their cultural and
communicative competency. Figure 1.6, from Clementi and Terrill's The Keys to Planning
for Learning (2017), lists specific examples of language functions that world languages
learners can demonstrate depending on their proficiency level. World languages educators
consider the guidance of the proficiency ranges outlined in the WL Standards to determine
which functions are appropriate for their students. Chapter 9 of this framework includes
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more in-depth discussion about selecting and applying language functions in world

language education.

FIGURE 1.6: Language Functions

Accepting/refusing invitations
Agreeing/disagreeing
Analyzing/interpreting
Apologizing/forgiving
Approving/disapproving
Asking for/giving clarification
Asking for/giving information
Asking for/giving/refusing permission
Attracting attention

Blaming

Clarifying
Comparing/contrasting
Complaining

Complimenting
Confirming/admitting/denying
Congratulating

Contradicting

Counting

Defining

Describing events

Describing objects
Describing people

Describing places

Describing procedures, processes
Describing weather
Discussing

Encouraging

Evaluating

18

Explaining
Expressing cause and effect
Expressing certainty/uncertainty

Expressing comprehension or lack of
comprehension

Expressing daily routines
Expressing doubt/indecision
Expressing emotions, feelings
Expressing hope

Expressing how often, how well
Expressing intentions

Expressing interest/lack of interest/
indifference or boredom

Expressing likes/dislikes/preferences
Expressing needs/wishes/wants
Expressing obligation

Expressing opinions

Expressing possibility/impossibility
Expressing probability/improbability
Expressing regret

Expressing surprise

Expressing sympathy

Extending invitations

Giving advice

Giving biographical information (name,
address, phone number, age)

Giving commands
Giving directions

Giving possible solutions
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Giving reasons and explaining
causality

Greeting/welcoming
Hypothesizing

Identifying

Identifying day, date, season
Indicating relationships
Instructing

Introducing oneself/someone else
Justifying
Leave-taking/farewells
Listing

Maintaining a conversation

Making appointments, arrangements,
reservations

Making recommendations
Mediating or conciliating
Narrating

Negotiating

Offering

Offering alternatives/solutions
Opening/closing an interaction
Persuading/dissuading
Planning

Praising/blaming

Presenting information
Promising

Recounting experiences/events
Referring to things already mentioned
Reporting

Requesting

Responding
Seeking/requesting information
Sequencing

Speculating on the future
Stating location

Stating ownership

Suggesting

Summarizing

Talking about the future
Telling time

Telling/Retelling stories
Thanking

Turn taking (conversational)

Using formal/informal language
appropriately

Warning

Source: The Keys to Planning for Learning: Effective Curriculum, Unit, and Lesson Design

(Clementi and Terrill 2017)

The WL Standards, and the guidance in the Then and Now chart in particular (WL
Standards appendix 2; CDE 2019b), call for world languages teachers to keep in mind
the principles of UDL and backward design. Teachers can ensure that these principles
guide their decisions as they plan learning experiences, lessons, and units that engage
their students in inquiry and exploration of target languages and cultures and develop
their global competence. For more information about the UDL approach to planning, see
chapter 2 of this document, Access and Equity for California’s World Languages Students.
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Another key element in developing effective teaching practice is providing teachers with
opportunities for professional learning that is “sustained, focused on important content,
and embedded in the work of collaborative professional learning teams that support
ongoing improvements in teachers’ practice and student achievement” (Wei et al. 2009).
An equally important aspect of ongoing teacher development is for educators to engage
in reflective practice. The recommendations for curriculum, instruction, and assessment
provided in the WL Framework are dependent on this learning environment for teachers.
Professional learning is discussed in chapter 11, Professional Learning and Support for
World Languages Educators.

Conclusion

Through this framework, California’s world languages educators will benefit from
increased guidance in implementing high-quality world languages programs that

offer opportunities to students at all grade levels to develop global competence,
multiculturalism, and multiliteracy. The subsequent chapters of this framework emphasize
the importance of using the target language almost exclusively in all aspects of
instruction, incorporating authentic materials to help learners access the target cultures,
designing learning episodes, and assessing students in a variety of ways that allow them
to demonstrate their proficiency in world languages, and, in the case of dual language
education programs, allow target language learners to demonstrate proficiency in the
content areas. Educators and other educational leaders can view this framework as a
resource to return to often as they plan, adapt, and evaluate their world languages and
dual language education programs.
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Text Accessible Descriptions of Graphics for Chapter 1
Figure 1.4: Framework for 21st Century Learning

This image illustrates the interrelated nature of school activities and 21st century skills that
learners need in order to be college and career ready.

At the base of the image, there are four rectangles with the words “Standards &
Assessments,” “Curriculum & Instruction,” “Professional Development,” and “Learning
Environments.”

Above the rectangles, there are three sets of arches. In the center arch, above the
“Curriculum & Instruction” and “Professional Development” rectangles, there is an image
of a globe with a mortar board hat and the number 21, representing the Partnership for
21st Century Learning that designed the image.

In the next arch are the words “Key Subjects—3Rs & 21st Century Themes.” The outer arch
is divided into three sections. The words in those arch segments are “Life & Career Skills,”
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“Learning & Innovation Skills—4 Cs (Critical Thinking, Communication, Collaboration,
Creativity,” and “Information, Media, & Technology Skills.” Return to graphic.

Figure 1.5: The Four Domains of Global Competence

This image is a circle divided into four main sections. The center of the circle contains
the words “Four Domains of Global Competence,” with an image behind the words that
depicts an outline map of North America and the northern part of South America.

Surrounding the center circle is a ring divided into four quadrants. Each quadrant
contains a single symbol: a magnifying glass, two arrows intertwined, a light bulb, and
a gear wheel. Each symbol is designed to illustrate one of the four domains of global
competence.

In the quadrants surrounding the symbols are the titles of the four domains and then a
brief explanation of each.

The first quadrant (represented by the magnifying glass) is “Investigate the World: Students
investigate the world beyond their immediate environment.”

The second quadrant (represented by the intertwined arrows) is “Recognize Perspectives:
Students recognize their own and others’ perspectives.”

The third quadrant (represented by the light bulb) is “Communicate Ideas: Students
communicate their ideas effectively with diverse audiences.”

The fourth quadrant (represented by the gear wheel) is “Take Action: Students translate
their ideas into appropriate action to improve conditions.” Return to figure 1.5.
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CHAPTER 2

Chapter Overview

CHAPTER OBJECTIVES
By the end of this chapter, readers should be able to:

[ Discuss key concepts underpinning teaching for social justice

[0 Describe Multi-Tiered System of Support as its components relate to world
languages teaching, learning, and program support

O Identify specific ways to support students in world languages

O Implement Universal Design for Learning as an approach to planning

Introduction

California is one of the most diverse states in America. More than 40 percent of the
population over the age of five lives in a home where a language other than English is
spoken (US Census Bureau 2016). This diversity places California schools at the forefront
of the work being done nationally in the areas of curriculum, instruction, assessment,
and classroom environment to ensure that culturally and linguistically diverse students
succeed.

California’s Superintendent of Public Instruction recognizes that multilingualism is an
essential skill within and beyond the workplace. In California, multilingual individuals
have many opportunities to appreciate and engage with the world’s culturally and
linguistically diverse communities with global competence. The California Department of
Education, with Global California 2030, supports the creation of pathways to multiliteracy
that enable students to perform within high ranges of linguistic proficiency and cultural
competence, thus developing a population that is increasingly globally competent. These
pathways provide equal status for English as well as the second language as students learn
to communicate in and appreciate multiple cultures. The World Languages Standards for
California Public Schools, Kindergarten Through Grade Twelve (WL Standards) provides
goals for communicative proficiency and cultural competence that support a multilingual
and multiliterate California.

The goal of this chapter is to provide world languages educators with the information and
tools they need to plan and implement instruction that supports each and every language
student in achieving the WL Standards. This chapter will help educators develop a deeper
understanding of the role of teaching for social justice in world languages as well as how
the Multi-Tiered System of Support framework relates to language teaching and learning.
Educators will also learn about barriers to learning for specific student groups who make
up a significant portion of learners in California’s world languages pathways, and they will
learn ways to support these students within and beyond the classroom.
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Knowing the assets (strengths) students bring to the classroom is key to providing access
and equity for all students enrolled in a world language. This chapter addresses the ways
language teachers can plan instruction that develops students’ cultural and linguistic
assets. The information and resources provided in this chapter serve as a point of reference
for all subsequent chapters of this framework.

Teaching for Social Justice in World Languages

Teaching for social justice builds upon students” assets by valuing their backgrounds and
experiences and creating an educational environment that promotes tolerance and teaches
anti-bias within the school system. While partners involved in the work of teaching social
justice use the word “tolerance,” the WL Framework inspires educators to move along the
continuum from tolerance to mutual understanding and intercultural appreciation. The

WL Framework sets as a goal appreciation of the multiple ways in which humans create
cultural products and use cultural practices and perspectives in order to understand, interact
in, and take action in a world we all share. In order to develop cultural and intercultural
competence, language learners move beyond merely tolerating the products, practices,
and perspectives of the target cultures and learn to appreciate the differences among the
cultures they study and their own. The United Nations Educational, Scientific and Cultural
Organization (UNESCO) defines tolerance as “respect, acceptance, and appreciation of the
rich diversity of our world’s cultures, our forms of expression, and ways of being human. It
is fostered by knowledge, openness, communication, and freedom of thought, conscience,
and belief. Tolerance is harmony in difference” (UNESCO 1995).

The Social Justice Standards (Southern Poverty Law Center 2019) provide a framework
for anti-bias education throughout California. These standards are based on the view of
tolerance as a way of thinking, feeling, and acting. They are designed to address anti-bias
educational outcomes for students in K-12 and are made up of standards within four
domains: identity, diversity, justice, and action.

Teaching for social justice is not an additional practice in world languages—it is an
integral part of teaching a new language. The WL Standards work in tandem with the
Social Justice Standards, among others, to guide students to explore the world from—and
to value—multiple perspectives. Social Justice Standards, trainings, and educator resources
are widely available to promote tolerance and anti-bias education across the nation. They
can be found at https://www.cde.ca.gov/ci/fl/cf/ch2.asp#link1.

Addressing the Needs of Diverse Learners in World Languages
Classrooms Through California's Multi-Tiered System of Support

Multi-Tiered System of Support

The diversity found in California presents unique opportunities and significant challenges
for instruction. In addition to the variety of cultural and linguistic assets students bring

to the classroom, each of the over 6,000,000 students attending California’s public
schools have specific, individual needs. Planning to support all students as they develop
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communicative proficiency and global competence begins with a Multi-Tiered System of
Support.

California’s Multi-Tiered System of Support (MTSS) is a comprehensive framework that
aligns academic, behavioral, and social-emotional learning for the benefit of all students
(Orange County Department of Education 2020). This system of support offers the
potential to create needed systematic change through intentional design and redesign of
services and supports to quickly identify and match to the needs of all students.

MTSS brings together both Response to Instruction and Intervention (Rtl?) and Positive
Behavioral Interventions and Supports (PBIS) and aligns their supports to serve the whole
child. Rtl2 and PBIS are not the same. Rtl2 is a general education approach of high-quality
instruction, early intervention, and prevention, and behavioral strategies aligned with
MTSS. PBIS is an approach that focuses on the emotional and behavioral learning of
students, which leads to an increase in student engagement and a decrease in behavior
problems over time.

While RtI2 focuses on academics and PBIS focuses on social and emotional learning,
MTSS encompasses them all. MTSS acts as a way of organizing supports within local
educational agencies (LEAs) so that both academic learning and social-emotional learning
are aligned to serve the whole child. As defined by the Collaborative for Academic,

Social, and Emotional Learning (CASEL), “social and emotional learning (SEL) is the
process through which children and adults understand and manage emotions, set and
achieve positive goals, feel and show empathy for others, establish and maintain positive
relationships, and make responsible decisions” (CASEL 2021). Figure 2.1 depicts how Rtl?
and PBIS are both included within the MTSS framework.

FIGURE 2.1: Multi-Tiered System of Support

Text accessible version of this graphic

Source: California Department of Education https:/www.cde.ca.gov/ci/fl/cf/ch2.asp#link2
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The evidence-based domains and features of the California MTSS framework provide
opportunities for LEAs to strengthen school, family, and community partnerships while
developing the whole child in the most inclusive, equitable learning environment. These
domains and features apply to every grade level and proficiency range served by world
languages programs across the state.

Multi-Tiered System of Support is a framework for educators to use in order to anticipate
and respond to student variability by planning multiple supports using Universal Design
for Learning (UDL). UDL is utilized as an approach to instructional planning that removes
barriers to learning and addresses student strengths in order to meet the needs of all
students, no matter how they learn. Educators using the UDL approach recognize expert
learning systems require parts of a system to work together as a whole.

The UDL approach to curricular planning provides the optimal environment for students
with disabilities, since accessible curricula, including accommodations (supports that help
students learn the same material and meet the same expectations as their classmates), are
planned from the beginning. World languages teachers use UDL, multi-tiered instructional
strategies and student activities, flexible grouping, and differentiation to support learning
for each and every student, including those with the most extensive support needs. Figure
2.2 outlines the three domains of MTSS and the features within each domain.

FIGURE 2.2: Domains and Features of a Multi-Tiered System of Support
within a School Site

Multi-Tiered System of Support

Each MTSS domain includes the following features:

Identify a comprehensive assessment system

Create and utilize teams (Rtl2 teams, PBIS teams, assessment teams)

Provide supplemental interventions and supports

Provide intensified interventions and supports

The features below are domain specific.

Inclusive Academic Inclusive Behavior Inclusive Social-Emotional
Instruction Instruction Instruction
= Provide universal = Provide universal = Provide universal
academic supports behavior supports social-emotional
= Develop guidelines to = Provide comprehensive supports
implement curriculum behavior supports = Provide comprehensive
with UDL social-emotional
development supports

Source: California MTSS Framework (Orange County Department of Education 2020)

30



CHAPTER 2

Administrators, school support staff (PBIS specialists, counselors, therapists, and others),
teachers, and other educators work as a unified team using the domains and features of
MTSS (figure 2.7) to plan a broad range of supports to meet the needs of each and every
student within the school setting. See the UDL section below for more information and a
vignette modeling the instructional elements of this system.

Continuum of Support

In California, MTSS is built on the premise that universal support be provided for all
students. As depicted in figure 2.3 below, teachers implementing MTSS recognize that all
students benefit from universal support, some students may need supplemental support at
various times, and a few students may require more intensified support some of the time.
World languages teachers focus on providing research- and standards-based instruction to
provide universal support for each student in the language classroom.

FIGURE 2.3: Multi-Tiered System of Support Continuum of Support

UNIVERSAL SUPPORT

Evidence-based priorities and practices that support the academic,
behavioral and social-emotional success of all students in the most
inclusive and equitable learning environment

SUPPLEMENTAL SUPPORT

Additional services provided for some students who require
more academic, behavioral and social-emotional support

INTENSIFIED SUPPORT

Targeted academic, behavioral and social-emotional support

FEW STU D E N TS directed toward the few students with greater needs

Universal Design for Learning (UDL), differentiated instruction, instruction, integrated education implemented at all levels of support.

Text accessible version of this graphic

Source: California MTSS Framework (Orange County Department of Education 2020)

The CA MTSS framework embraces the maxim “All Means All,” which encourages LEA
and school leaders to successfully implement efforts to effectively develop the skills of
each and every student. When the appropriate instruction and support is provided to each
and every student, all students are afforded opportunities to participate in the general
education curriculum, instruction, and activities of their grade-level peers—including
world languages programs.
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The Local Control Funding Formula (LCFF) and the Local Control and Accountability
Plan (LCAP), aligned to California’s Eight State Priorities, provide the infrastructure for
building a statewide system of support. California’s MTSS framework is the driver for
implementation. Each school district engages parents, educators, employees, and the
community to create these plans. Figure 2.4 illustrates the alignment of LCAP and MTSS.

FIGURE 2.4: Local Control and Accountability Plan and Multi-Tiered System
of Support Alignment

Text accessible version of this graphic

Source: California MTSS Framework (Orange County Department of Education 2020)
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For educators planning and implementing world languages
programes, it is important to be knowledgeable about state
priorities and funding sources tied to them in order to more
effectively advocate for growth of language programs,
support for language learners, and professional development
for those involved in this work.

California Local Control Funding Formula Priorities

The map in figure 2.5 provides a visual of LCFF priorities and resources and supports to
help local educational agencies, schools, and families serve the whole child. The star in
the middle of the circle represents the whole child (from “cradle to career”) surrounded
by those who want to ensure that all students are healthy, safe, engaged, challenged,
and supported. Each ray in the circle represents one LCFF priority. While there are ten
rays in this map, the eight local priorities include basic services, implementation of state
standards, course access, parental involvement, student engagement, school climate,
student achievement, and student outcomes.

FIGURE 2.5: Local Control Funding Formula Priorities/Whole Child Resource Map

Text accessible version of this graphic

Source: California Department of Education_https://www.cde.ca.gov/ci/fl/cf/ch2.asp#link3
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The California MTSS Framework drives the implementation of the LCAP. This
implementation, in turn, is funded by the LCFF. Each school district engages parents,
educators, employees, and the community in the creation of these plans, which focus
on conditions of learning, engagement, and student outcomes. Knowledge of state and
local priorities and funding sources allows world languages teachers to more effectively
advocate for language learners and world languages programs and pathways. The next
section of this chapter focuses on circumstances that may present teaching challenges
that can be addressed by providing students with additional, targeted support. This focus
on supporting student success can have positive schoolwide outcomes and achieve the
ambitious goals of the WL Standards.

Universal Design for Learning

An effective MTSS framework considers student variability by planning multiple supports
that are designed using Universal Design for Learning, an approach to instructional
planning that removes barriers to learning and addresses student strengths and the
potential challenges of all students, no matter how they learn. Universal Design for
Learning is one element of the larger MTSS framework. A range of supports—including
MTSS, RTI2, PBIS, and UDL—work together to support the whole child.

The WL Standards call attention to the way UDL approaches to instruction provide
students with a wide range of abilities. This is accomplished through multiple means

of engagement, representation, action, and expression. Curriculum aligned to UDL is
designed in anticipation of individual student accommodations. Giving all students equal
opportunities to learn may represent a significant shift of focus in some classrooms. Figure
2.6, created by the Center for Applied Special Technology (CAST) and Understood For
All, provides a contrast between instruction in a traditional classroom and planning and
instruction that includes UDL.

FIGURE 2.6: Universal Design for Learning Versus the Traditional Classroom

In the Traditional Classroom In the UDL Classroom
Teaching focuses only on the content Teaching focuses on both the content taught
taught. and how the content is taught.
The primary focus is on teaching the The primary focus is on finding ways to
content students need to learn. Lessons | teach content to the many types of learners
are designed and taught with a “typical” | in a classroom. The teacher plans lessons to
student in mind. address a wide range of needs and strengths.
The teacher presents the material in one There is no “typical” student.
way for the entire class. The teacher presents content in a variety of

ways.
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In the Traditional Classroom

In the UDL Classroom

Accommodations are for specific
students.

Accommodations are only for students
with an IEP or a 504 plan, with the goal
being to help these students learn the
same material as their classmates. For
instance, a student with accommodations
listed in an IEP or 504 plan might get

an alternate format for a book, like an
audiobook. But alternate formats aren’t
available to the whole class.

Accommodations are for every student in
the classroom.

The accommodations some children receive
in their [EPs and 504 plans are available

to all students since all learners benefit
from accommodation as appropriate.
Providing accommodations for all students
reduces the stigma students feel about using
accommodations.

The teacher decides how the material is
taught.

The teacher teaches in one way for
the whole class, and all students are
expected to learn in that way.

The teacher works with the student to
decide how the student will learn.

Teachers and students work together to
set individual learning goals. Each student
makes choices about how to accomplish
personal goals in order to understand
personal learning and become an “expert
learner.”

The classroom has a fixed setup.

The classroom is organized like a
traditional classroom—desks lined up

in rows or grouped in pods. The teacher
stands in front of the class and teaches to
the whole class at once.

The classroom has a flexible setup.

The room is laid out with different spaces

for different kinds of work—quiet, individual
work, small and large group work, and group
instruction. Teaching is flexible, depending
on the lesson and student needs. The teacher
moves around from space to space, helping
students as they work.

There is one way for students to
complete an assignment.

There may be only one way for students

to show what they know and are able to
do.

There are multiple ways for students to
complete an assignment.

There are many options for students to show
what they know and are able to do. Students’
different strengths in expression are valued.
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In the Traditional Classroom In the UDL Classroom
Grades are used to measure Grades are used to reinforce goals sets by
performance. teacher and student.
Students receive periodic feedback on Students receive continuous feedback on
their progress through tests, quizzes, their progress. They are encouraged to reflect
projects, and assignments. Grades are on their learning and how they meet lesson
not typically used as part of an ongoing | goals. Grades reflect and guide discussion.
discussion about goals and learning.

Source: The Difference Between Universal Design for Learning (UDL) and Traditional
Education (Understood 2020)

Guidelines of Universal Design for Learning

Universal Design for Learning focuses on learner interest and motivation (in figure 2.7 this
is called the “why” of learning), the academic content (the “what” of learning), and the
learning process and products (the “how” of learning). Ultimately, the purpose for using
UDL is to make it possible for students to become expert learners who have achieved

the goals that are spelled out across the bottom row of the UDL guidelines chart (figure
2.7). For all teachers, the goal of following the UDL guidelines is for students to be able
to self-regulate, comprehend a variety of resources, and develop high levels of executive
functioning skills. The information in figure 2.7 describes the domains and features of the
UDL guidelines.
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FIGURE 2.7: Guidelines of Universal Design for Learning

Access

Build

Internalize

Goal

Source: Universal Design for Learning Guidelines version 2.2 (CAST 2018)

Provide multiple means of

Engagement

Affective Networks
The “WHY” of Learning

Provide options for
Recruiting Interest

e Optimize individual choice and autonomy
e Optimize relevance, value, and authenticity
e Minimize threats and distractions

Provide options for
Sustaining Effort & Persistence

* Heighten salience of goals and objectives

e Vary demands and resources to optimize challenge
e Foster collaboration and community

e Increase mastery-oriented feedback

Provide options for

Self Regulation

e Promote expectations and beliefs that
optimize motivation

e Facilitate personal coping skills and strategies
e Develop self-assessment and reflection

Expert learners who are...

Purposeful & Motivated

Provide multiple means of

Representation

Recognition Networks
The “WHAT" of Learning

Provide options for
Perception

o Offer ways of customizing the display of information
o Offer alternatives for auditory information
o Offer alternatives for visual information

Provide options for
Language & Symbols

® Clarify vocabulary and symbols

¢ (Clarify syntax and structure

e Support decoding of text, mathematical notation,
and symbols

* Promote understanding across languages

® |llustrate through multiple media

Provide options for
Comprehension

Activate or supply background knowledge

Highlight patterns, critical features, big ideas,
and relationships
Guide information processing and visualization

Maximize transfer and generalization

Resourceful & Knowledgeable
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Action & Expression

Strategic Networks
The “HOW" of Learning

Provide options for
Physical Action

e Vary the methods for response and navigation
e Optimize access to tools and assistive technologies

Provide options for
Expression & Communication

® Use multiple media for communication

* Use multiple tools for construction and composition

e Build fluencies with graduated levels of support for
practice and performance

Provide options for
Executive Functions

e Guide appropriate goal-setting

e Support planning and strategy development

e Facilitate managing information and resources
e Enhance capacity for monitoring progress

Strategic & Goal-Directed
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The UDL guidelines chart in figure 2.7 was designed as a tool for educators to plan

ways to remove barriers to student learning. In world languages classrooms, teachers
provide multiple means of engagement, representation, action, and expression as they
guide students to access, build, and internalize content, knowledge, and skills. Because
the focus is increased proficiency, the activities teachers plan are designed to develop
students’ cultural knowledge and communicative language skills in the target language.
The goals of the UDL framework align well with the goals of the WL Standards, since
students who achieve these standards become expert lifelong language learners capable of
using multiple languages to interact with global competence.

Vignette 2.1 provides an overview of UDL considerations made in instructional planning
for a grade eight English Language Arts (ELA) class. The subject of ELA was selected for
this UDL model to demonstrate the interrelated nature of standards and outcomes for the
Common Core State Standards (CCSS) for ELA/Literacy, ELD, and world languages in a
language classroom. A deeper discussion of these relationships follows the vignette.
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Vignette 2.1: UDL-Based Lesson Design Overview in a Grade Eight
English Language Arts Classroom

UDL Design
Considerations

Ideas to Use in a UDL Lesson Plan

Background Ms. Takayama reflected on some of the challenges she was
having in her extremely diverse grade eight language arts class.
All of the students in her class were born outside of the US.

In addition to the cultural diversity of her students, her class
included newcomers with varied levels of prior formal schooling,
and long-term English learners (LTEL) or students who have

not developed English language proficiency within six years
(see California Education Code Section 313.1). Almost half of
her class is reading on grade level. Approximately ten of her
students are reading one to two years below grade level and two
of her students are identified with a specific learning disability
(dyslexia) and are reading below the fourth-grade level. Ms.
Takayama’s school has a well-established MTSS, and five of her
students are placed in a Tier 2 reading intervention class. Four
students receive Tier 3 reading intervention. Due to this range in
student learning needs, she struggled to find reading materials
she could use to engage the whole class; when the level was
too low, many of her more proficient students sometimes got
bored, and when the level was too high, the newcomers and
less proficient students would disengage, resulting in difficulty
managing the classroom. It was also challenging to get all of her
learners engaged in reading activities in class.

For an upcoming reading lesson, Ms. Takayama decided to create
a lesson that was designed using UDL and took into account

her knowledge of language learners and culturally responsive
instruction. Using a text selected by the teachers with experience
teaching grade eight, she planned a lesson that incorporated
several supports to provide options for representation,
expression, and engagement, hoping to build in various options
for reading comprehension that would address the learner
variability in her class.
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UDL Design

Considerations

Ideas to Use in a UDL Lesson Plan

Classroom
Profile

Grade eight language arts

1 general education teacher
25 students
Countries of birth:

» 9 China, 14 Pacific Islands, 1 Japan, 1 Vietnam

Language learner variability:
» 4 newcomers, 2 with interrupted formal schooling

» 19 lived in the country 1-3 years, 3 with interrupted
formal schooling

» 2 LTEL students
» 10 students reading 1-2 years below grade level

» 2 students with Specific Learning Disability (SLD) reading
below fourth grade level

Step 1: Consider
barriers,
preferences, and
support needs to
address

1. Decoding

2. Fluency

3. Comprehension
4

. Sustained attention to instruction and reading

Step 2: Goals

Grade-level ELA Standards

m CCSS.ELA-LITERACY.RI.8.1 Cite the textual evidence that
most strongly supports an analysis of what the text says
explicitly as well as inferences drawn from the text.

m CCSS.ELA-LITERACY.RI.8.2 Determine a central idea of a
text and analyze its development over the course of the text,
including its relationship to supporting ideas; provide an
objective summary of the text.

Specific and flexible goals aligned with UDL:
Goal 1: Identify key events in Dr. King’s life.

Goal 2: Identify which key events were challenges that he
faced and cite evidence from the text that shows how he
persisted to meet his goals.
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UDL Design

Considerations

Ideas to Use in a UDL Lesson Plan

Step 3:
Assessments

Summative assessment of Goal 1: Timeline

Formative assessment of Goal 2: Finding evidence pair activity

Step 4: Methods

Text Preview
= Context provided for the reading (Engagement)

® Background building and connections to prior and new
knowledge using visuals, video, and examples that students
may relate to (Engagement/Representation)

® Graphic organizers or guided notetaking sheets to help focus
language learners on what information they need to look for
and find in the text (Action/Expression)

Explicit and Contextualized Vocabulary Instruction

= Active discussion of vocabulary words with whole class
(Representation)

m  Vocabulary discussion with connections to home
language, using visuals and drawing pictures to engage
students (Representation)

Reciprocal Teaching

= Collaborative strategy in which students have roles and
active engagement in the reading process (Engagement/
Representation)

Varied Formats of Digital Text

® Choice of reading independently or with the teacher
(Representation)

® Text-to-speech option supporting newcomers’ decoding
and fluency and helping LTEL students to recognize words
in print that they have heard but do not know how to spell
(Representation)

Independent Reading and Guided Choice

» Guided choices to facilitate students making connections
(Engagement)

» Culturally relevant and interesting texts (Engagement)
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UDL Design

. , Ideas to Use in a UDL Lesson Plan
Considerations

Step 5: Materials | Text Preview

m Electronic text so that learners can use text-to-speech support
(Representation)

= Sentence frames and starters within the graphic organizer
to support learners to complete them correctly (Action/
Expression)

Additional Alternatives and Extensions

Resources

Making Input = Additional video clips and visuals to build background
Comprehensible (Engagement/Representation)

m | eveled texts for newcomers to reduce some of the academic
language and complexity (Representation)

m Add visuals and graphics to leveled texts to amplify them
(Representation)

Supporting = Rotate groups with built-in accountability to support
Language engagement and provide assistance. (Engagement)
Production and | g

: Provide visuals for low-proficiency learners to copy onto
Interaction

their timelines and label instead of writing sentences.
(Representation)

® Extension activity: Ms. Takayama asks students to think about
a famous or historical figure that they know of from their own
culture who faced challenges and persisted. Learners identify
one challenge and one accomplishment related to this
person, write down or draw an image to depict the challenge
and the accomplishment, and then share with the class or
small group. (Engagement, Action/Expression)

Feedback and = Have learners with the same first language provide additional
Practice support to each other in their groups by explaining key
concepts in their first language before writing the words or
sentences on their timelines. (Action/Expression)

Source: UDL for Language Learners (Torres and Rao 2019)
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A closer examination of the above UDL vignette reveals the commonalities among
the ELA-specific goals (CCSS for ELA/Literacy Standards) in this lesson and in the WL
Standards and ELD Standards. The goals in this lesson are for students to be able to

= analyze text;

= make inferences;

m determine a central idea and its relationship to supporting details; and
®  summarize text.

Throughout the lesson, students read, write, speak, and listen in order to achieve these
goals. In world languages, as well as in ELD, language learners also develop proficiency
in the same four language skills. Rather than a focus on reading, writing, speaking/signing,
and listening, world languages and ELD target proficiency development in the Interpretive
(receptive), Interpersonal (collaborative), and Presentational (productive) modes of
communication. Students develop and use knowledge of the target language and culture
to interact in meaningful ways with others within and beyond the classroom. This is not to
say there is no focus on reading, writing, speaking/signing, and listening. These four skills
are developed using the target language in each mode. The UDL practices described in
vignette 2.1 are effective practices when designing lessons to meet the various needs of
language learners in any classroom or subject, including world languages.

Addressing the Needs of Major Student Populations in World
Languages Programs

When language teachers implement the MTSS framework and design instruction using
the UDL approach, they provide broad universal support for all students. As discussed
earlier in this chapter, while all students need universal support, there are some students
who might need supplemental support at various times, and a few students who may
require more intensified support some of the time. This section explores potential teaching
challenges, asset-oriented classroom practices, and asset-oriented implementation of
practices in the world languages classroom. Further, this attention is focused on several of
the state’s major student populations.

California students speak over sixty languages and represent a rich tapestry of cultural,
ethnic, and religious heritages. It is beyond the scope of this framework, then, to discuss
all aspects of California’s diverse student population students enjoy or to fully address
the range of skill acquisition, physical abilities, and circumstances that impact students’
lives and learning. In the following discussions, some groups of students are highlighted,
as it is especially important to acknowledge and value the resources they bring to the
world languages classroom. The discussions also underscore the need for school leaders
and educators to make the shifts necessary to ensure educational access and equity for
all students. Though presented separately, these populations are not mutually exclusive;
many students may be members of multiple groups. Teachers are encouraged to keep in
mind that while teachers may inform themselves about particular aspects of their students’
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backgrounds, each population is a heterogeneous group. When teachers get to know their
students as individuals, their planning, instructional delivery, and targeted support are
likely to become more effective.

Students Living in Poverty

According to the California Department of Education, “poverty is the primary risk factor
for poor school achievement, and one-fifth of all children living below the official federal
poverty level in the nation reside in California” (American Institutes for Research 2012,
1). Historical statistics in California have shown that children living in poverty have
“traditionally achieved at the rate of .7 of a year for every year of instruction. This means
that the disadvantaged child falls [...] behind at the rate of three months for every school
year” (CDE 2009).

The levels of poverty vary widely across the state even within the same regions and
counties. Figure 2.8, from the Public Policy Institute of California (PPIC), shows the
poverty rates throughout each county in California from 2014 to 2016.

FIGURE 2.8: California’s Poverty Rate by County 2014-2016
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Statewide, 19.8% of
Californians live in poverty
(2014-16 average), according to
the California Poverty Measure
(CPM).

Text accessible version of this graphic

Source: 2014-2016 California Poverty Measure (PPIC 2017)
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More than 20 percent of California children live in poverty (PPIC 2017). Some of

these children live in areas of high poverty and others live in poverty within areas that
may be considered high income. While the map in figure 2.8 reflects all poverty in

the state, the PPIC points out that poverty among young children is a critical issue.
“Adverse circumstances faced by young children can contribute to negative educational,
employment, and health outcomes over the long term, and, as such, are the focus of much
attention among policymakers and the public” (Public Policy Institute of California 2014).
There are a variety of these circumstances that affect educational outcomes.

Children living in poverty often need stability, may change homes and schools frequently,
and may have high absentee rates. Researchers have found that high residential mobility
during childhood is related to poor initial reading achievement and an ongoing
detrimental impact on learning over time (Hagan, MacMillan, and Wheaton 1996; South,
Haynie, and Bose 2007; Nation et al. 2020). These circumstances lead, at times, to serious
gaps in education as well as diminished overall engagement in school.

Not only does poverty affect attendance, it also has been shown to affect children’s oral
language development and general breadth of knowledge as they enter school (Egalite

2016; Hanushek 2016; Lacour and Tissington 2011; Schneider 2018; Wang, Deng, and Yang
2016). These studies have shown that children living in poverty are more likely to experience
less parental involvement and may not have access to books or life experiences (visiting
museums, seeing live animals in zoos, or traveling) that build a breadth of knowledge and
expand their vocabulary. Poverty can significantly affect the resources available to students
that support readiness for school and educational achievement.

Thousands of students in California also experience trauma. Naturally, children’s
responses to trauma can manifest themselves in the school setting. Research has shown
that children’s reactions to trauma include increased monitoring of their environment for
dangers, anxiety when separated from trusted adults, irritability and aggression, and an
increased need for affection, support, and reassurance (Collins et al. 2010). In a 2010
study, the National Child Traumatic Stress Network found that “families living in urban
poverty often encounter multiple traumas over many years, [and] they are less likely

[...] to have access to the resources that may facilitate the successful negotiation of their
traumatic experiences” (Collins et al. 2010, i). Adverse childhood experiences (ACEs) have
an astounding impact not only on educational outcomes in the short term, but lifelong
challenges with health and opportunity as well (Felitti et al. 1998).

It is essential for language teachers, school site and district leaders, and local county
offices of education to identify the tools necessary for students to attain wellness and
academic achievement—and identify resources to provide them. The WL Standards
recognize these challenges and provide the opportunity and guidance for teachers to work
with students to achieve these goals. When students in poverty experience school success
at a young age, and thus are motivated to experience more success, they are more likely
to attain better educational outcomes over time (Jensen 2013). Early intervention is crucial
to having a positive impact on students’ success.
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Jensen discussed seven areas of potential teaching challenges for low-income students and
recommended actions that teachers should take to leverage the assets and meet the needs
of these students. These seven areas are summarized in figure 2.9 in the column titled
Potential Teaching Challenges. Suggested practices are provided to address each of the

potential teaching challenges.

FIGURE 2.9: Poverty and Classroom Engagement—Challenges, Practices, and

Implementation

Health and Nutrition

Potential Teaching

Challenges

Practices That Recognize
Students’ Assets

Classroom Implementation

Students living in poverty
may need additional
support in accessing

the health care system

and adequate nutrition.
Research shows that
without access to health
care and nutrition, students’
attention, cognition, and
behavior may be affected.

Ensure students have daily
opportunities for physical
activity and that they and
their families are aware

of free and reduced lunch
programs, including mental
health and other health and
nutrition services offered in
the community.

Classroom: Provide
instructional time that
allows movement. This
includes physical education
in elementary pathways.

In secondary schools,
incorporate kinesthetic
learning activities and
interactions in the target
language that move students
about the room.

Beyond the Classroom:
Share information related
to health and nutrition
with families in the home
language.
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Academic Language

Potential Teaching

Challenges

Practices That Recognize
Students’ Assets

Classroom Implementation

Some students living in a
low-income household
have yet to develop the
kind of language highly
valued in school—
academic language—
compared to their middle-
class peers. Academic
language includes general
academic and domain-
specific vocabulary,
discourse practices, and
understandings about how
different text types are
structured.

Align classroom discourse
with content standards and
frameworks. Academic
language, which includes
vocabulary, is a crucial
component of ELA/literacy
programs and disciplinary
learning (as well as all

aspects of life and learning).

Provide rich language
models, prompt and extend
responses, align classroom
discourse with structured
conversations, and engage
the student in discussions.

Classroom: Plan to use
academic language daily.
Know your curriculum
(previous curriculum,
current curriculum, and
how this connects to
future curriculum) so you
can incorporate content
vocabulary and structures
into interactions. Show
students what words mean
with images and models.
Provide examples of text
types used in academic
settings and sentence frames
as necessary.

Beyond the Classroom:
Share resources for support
and practice at home. This
could include age- and
proficiency-appropriate
readings, dictionaries, and
topics for conversation, as
well as electronic resources.
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Effort

Potential Teaching

Challenges

Practices That Recognize
Students’ Assets

Classroom Implementation

Some students living in
poverty may appear to
demonstrate lowered levels
of effort at school. Teachers
are advised to remain alert,
as this behavior might be
due to low levels of hope or
optimism, depression, poor
nutrition, sleep deprivation,
or other factors.

Recognize the critical roles
that teachers and schools
play in students” willingness
to make academic effort.
Strengthen relationships
between the school and
students.

Classroom: To maintain
engagement, plan units

and lessons that include
students’” backgrounds and
are of interest to students.
Also, model growth mindset
approaches and encourage
effort daily. For example,
use positive reinforcement,
celebrate improvement and
successes (even small ones).

Beyond the Classroom:
Connect students with
counselor or other
professionals on campus
who can support mental
health and connect them
with community resources
as needed.
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Hope and Growth Mindset

Potential Teaching

Challenges

Practices That Recognize

Students’ Assets

Classroom Implementation

Low socioeconomic status
is sometimes associated
with students having

low expectations and a
vision of a negative future
compared to their middle
class peers. Regardless

of socioeconomic status,
teachers are encouraged to
learn more about students
who may at times display
these behaviors.

Ensure that students know
that their futures and their
abilities are not fixed.
Provide high-quality
feedback that is task-
specific and actionable.
Support students” beliefs
in their potential (not
their limitations) and

the rewards of effort
through incremental
praise and celebration

of accomplishments
(including seemingly small
ones). Assist and support
students in advocating for
themselves.

Classroom: Model growth
mindset (“keep practicing,
you will improve,” avoid
statements like “I’'m not
good at ...”) and encourage
effort daily. Provide specific
and timely feedback so
students know how to
improve; celebrate even
small improvements

to encourage a growth
mindset. Plan curricular
elements that allow students
to see themselves in the
curriculum and possibilities
for their success beyond
school.

Beyond the Classroom:
Connect students with clubs
and school organizations
promoting academic and
social-emotional activities.
Share information about
community programs

and resources supporting
their needs and how to
access college and career
programs, training, and
financial aid.
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Cognition

Potential Teaching

Challenges

Practices That Recognize
Students’ Assets

Classroom Implementation

Students living in poverty
may at times demonstrate
lower academic
achievement or shorter
attention spans, or both,
compared to their middle-
class peers. Unfortunately,
these challenges may
sometimes result in
disengagement or other
behaviors not considered
typically acceptable in a
learning environment.

Break content into smaller,
manageable components.
Ensure that all students
have access to a rich,
engaging, and intellectually
stimulating curriculum.
Encourage students and
provide positive feedback.

Classroom: Scaffold new
content or challenging
assignments into

small chunks. Provide
opportunities for extra help
(tutoring, extra time). Give
verbal and written time
reminders often. Plan units
and lessons that include
students’” backgrounds and
are of interest to them.
Provide specific and timely
feedback so students know
how to improve; celebrate
those improvements.

Beyond the Classroom:
Share resources for support
and practice at home. This
could include age- and
proficiency-appropriate
readings, dictionaries, and
topics for conversations, as
well as electronic resources.
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Relationships

Potential Teaching
Challenges

Practices That Recognize
Students’ Assets

Classroom Implementation

Some students may face
adversity, including in

the form of disruptive or
stressful home relationships.
As a result, some students
may at times be reluctant to
place trust in adults or they
may respond to interactions
in ways considered
inappropriate for a school
setting.

Ensure that adults at
school are positive, caring,
and respectful. Make
expectations clear. Above
all, treat students living in
poverty, as well as their
families, with dignity, and
convey the attitude that all
students are welcome and
capable of achieving at the
highest levels.

Classroom: Build a strong
classroom community
where students feel safe and
have a sense of belonging.
Get to know students and
build a relationship with
them by showing you care
and treating them with
respect. Maintain a caring
and welcoming learning
environment. Maintain high
expectations for students’
success and communicate
expectations clearly (verbal
and written).

Beyond the Classroom:
Advocate for students as
needed. Connect students
with counselors or other
professionals on campus
who can support mental
health and connect them
with community resources
based on their needs.
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Distress

Potential Teaching

Challenges

Practices That Recognize
Students’ Assets

Classroom Implementation

Some students living in
poverty may live in acute
chronic distress, which has
been shown to impact brain
development, academic
success, and social
competence. For some
students, this kind of distress
may result from factors

such as violence, abuse,
addiction, having to work to
help support their families,
or other sources of stress.
Distressed students may

at times exhibit passivity,
miss school, or demonstrate
aggressive or other behavior
considered inappropriate for
a school setting.

Recognize the cause

of the behavior. Build
positive and respectful
relationships. Seek advice
from other school or district
professionals and refer
students to services based
on their needs.

Classroom: Maintain a
caring and welcoming
learning environment.

Get to know students and
build a relationship with
them. Model that each

day is a new beginning

for every student. Provide
opportunities for extra help
(tutoring, extra time).

Beyond the Classroom:
Connect students with
counselors or other
professionals on campus
who can support mental
health and connect them
with community resources
as needed. Guide students
to advocate for themselves.

Snapshot 2.1 provides a brief glimpse into supporting students living in poverty within
world languages classrooms. In this snapshot, Ms. Ramirez supports her students, 88
percent of whom live in poverty, in a number of ways. By greeting students as they

enter, she creates a welcoming and respectful classroom environment. Through her daily
interactions with students within and outside of the classroom, she ensures students know
she respects them. She strives to ensure students consider their school as a place where

they are heard and valued.

Ms. Ramirez also knows the backgrounds and academic needs of her students well. She
creates units of high interest to her students, knowing this will engage them, and she
integrates the use of academic language into every lesson. To support student achievement
of the WL Standards, Ms. Ramirez scaffolds language learning into chunks. She provides
examples and sentence frames whenever they might serve students. Ms. Ramirez also
makes sure she gives clear verbal and written instructions for each activity. She uses
technology not only to support and enhance learning by modeling target-language
activities, she also uses it strategically to help with classroom management.
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Snapshot 2.1: Engaging Students Living in Poverty in Grade Ten
Spanish for Native Speakers

Ms. Ramirez teaches in a high school where 88 percent of her
students receive free or reduced lunch. Her classes are diverse. Her
students come from a variety of backgrounds and cultures, including
the Spanish-speaking community. The students in her grade ten Spanish for Native
Speakers 2 class are at different proficiency ranges—Intermediate Mid through
Advanced Low—due to their varied exposure to and use of their native language.

Knowing the needs of her students, many of whom live in poverty, Ms. Ramirez takes
great care in planning units and lessons that are interesting to them. She regularly
incorporates lesson elements representative of her students’ experiences. Her lessons
are fast paced to maintain student attention, yet she consistently provides linguistic
and behavioral support to students, so they do not become frustrated. To build
community and strengthen learning, Ms. Ramirez plans daily collaborative activities
that allow student movement and interaction in her Spanish class.

The thematic unit Ms. Ramirez is currently teaching is on the challenges some
children face attending school in the Spanish-speaking world, since this is aligned
with Advanced Placement (AP) themes (Global Challenges and Contemporary

Life) and Goal 4 of the United Nations Sustainable Development Goals, Quality
Education. Today’s lesson is the first in the unit and focuses on guiding students to
explore the challenges they or other children face within their community (WL.CM4).
Ms. Ramirez is starting the unit in this way to help students connect to their own
experiences. However, she allows for students to speak of the experiences of others,
as some students may not want to share information that they feel is too personal.

Prior to the beginning of the class period, Ms. Ramirez stands just outside of her
classroom door and greets her students as they enter. As she greets them, Ms. Ramirez
interacts with other students while they pass on their way to different classes. She
welcomes her students personally, reminds them to sit down, take out their materials,
and check the instructions projected on the board for their warm-up activity. Just before
the bell rings, Ms. Ramirez enters her classroom and closes the door.

Ms. Ramirez greets the class. She then explains that before going over the instructions
for the warm-up, she will point out the lesson objective and activities that are written
on the board. Ms. Ramirez then tells the class that the learning objective is to identify
some of the struggles children in the Spanish-speaking world have in accessing
quality education. Later, she will ask students to compare those with the struggles of
children in their own community. She then points out the list of activities—which she
has written in a numbered list under the learning objective—that will guide students
to meet this learning objective.
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Ms. Ramirez points out that the first activity is the warm-up. She then projects
instructions for the warm-up while also verbally explaining that students will
individually brainstorm challenges they or other children in their community have
faced that affect the quality of their education (WL.CM4.1, WL.CL1-3.I/A, WL.CN1-
2.l/A). Ms. Ramirez asks volunteers to share an example of a challenge. She then
projects a timer on the screen and tells students they have five minutes to list as many
challenges as they can think of. As students work, she gives them time reminders (as
in “three minutes left”) while she circulates around the room.

When the timer goes off, the class stops and looks to Ms. Ramirez for the next set

of instructions. She asks students to share one item from their list. She uses class
cards with student names to call randomly on students and writes their responses,
projecting them using a document camera. As she calls on students, Ms. Ramirez
also reviews with the class any vocabulary they do not understand or need to express
the challenges listed. Before moving on, the teacher asks the students if there are

any additional challenges they struggled to find an appropriate word for and assists
them through the process of finding suitable terms. In this way, the teacher guides
students to create a class list of the barriers to quality education they brainstormed
individually.

Ms. Ramirez then announces that the next activities will be in small groups. She
groups students into triads. She gives the class thirty seconds to bring their belongings
and move into their group. Once the students are in their groups, Ms. Ramirez
projects the instructions for the activity. While the instructions are projected, she
explains that each group will discuss the lists they created during the warm-up (both
individual and class lists). In their groups, they will decide on which challenges affect
their quality of education most and why. Student groups will write a list of these
challenges and share them when time is up (WL.CM2.I/A, WL.CM4.1, WL.CL1-3.I/A,
WL.CN1-2.I/A). The teacher points out that each group has a sheet of sentence
frames in the middle of the group to support this discussion in the target language.
Ms. Ramirez works with the class to model the use of the sentence frames using a
couple of examples from the sheet. She then gives students ten minutes to compare
their lists and select challenges that affect them at school (WL.CM2.I/A, WL.CMA4.l,
WL.CL2.I/A, WL.CL3.I/A). She sets a timer and then circulates to monitor their
progress. When the timer goes off, the class stops and looks to Ms. Ramirez for the
next set of instructions.

Ms. Ramirez hands each group a blank graphic organizer and an infographic
on challenges children in the Spanish-speaking world face in getting to school.
As she does this, Ms. Ramirez explains that each group will review and discuss
the infographic. They will then work together to list challenges related to quality
education that they have in common with others in the Spanish-speaking world
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and those they do not (WL.CM.1.I/A, WL.CM.2.I/A, WL.CM.4.I, WL.CL.2.l/A,
WL.CL.3.I/A, WL.CN.1-2.I/A). Using the document camera, the teacher begins to
complete a blank organizer to demonstrate how students will complete it. Once she
confirms they understand the process she has modeled, Ms. Ramirez gives the class
fifteen minutes, sets the timer, projects the instructions, and circulates to monitor and
support the students.

When the timer goes off, the class stops and looks to Ms. Ramirez who is again at the
document camera. She calls on students to share a similarity or a difference using her
class cards, and she completes the organizer on the document camera as each group
shares its responses (WL.CL.1.I/A, WL.CL.2.I/A, WL.CN.1.I/A, WL.CN.2.I/A). As she
writes their responses, the teacher models language students will use in their final
discussion.

Ms. Ramirez wraps up the lesson by asking students to use their sentence frame
handout to explore and discuss the educational challenges they have in common with
other students from the Spanish-speaking world, paying close attention to phrases like
“It surprised me that” or “I did not know that” that occur during the discussion (WL.
CM.2.I/A, WL.CM.4.1, WL.CM.5.I/A, WL.CM.6.I/A, WL.CL1-3.I/A, WL.CN.1-2.I/A).
Ms. Ramirez circulates around the room as the student groups discuss barriers to a
quality education they and others face.

Two minutes before the bell rings, Ms. Ramirez stops the discussions. She tells
students they will begin class tomorrow with a writing warmup related to what they
discovered today. She prompts them to put away their materials. When the bell rings,
students are dismissed.

World Languages Standards:

WL.CM.2.I/A (Interpersonal Communication), WL.CM.4.1 (Settings for
Communication), WL.CM.5.I/A (Receptive Structures in Service of Communication),
WL.CM.6.1/A (Productive Structures in Service of Communication), WL.CL1.l/A
(Culturally Appropriate Interaction), WL.CL2.I/A (Cultural Products, Practices, and
Perspectives), WL.CL.3.I/A (Cultural Comparisons), WL.CN.1.l/A (Connections to
Other Disciplines), WL.CN.2.I/A (Diverse Perspectives and Distinctive Viewpoints)

For more information on the United Nations Sustainable Development Goals, see
chapters 6, 7, 8, and 9 of this framework. For more data related to students living in
poverty, visit the California Department of Education website. To access additional
information related to children living in poverty, visit the website of the Public
Policy Institute of California or the National Center for Children in Poverty

(PPIC 2020; NCCP 2020).
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Migrant Students

California is home to more migrant students and families than any other state in the
nation. According to the CDE Migrant Education Office, “one out of every three migrant
students in the United States lives in California. In the 2015-16 school year, there were
over 96,750 migrant students attending California schools during the regular school year
and 42,570 attending summer/intersession classes” (CDE 2020c). Approximately one-
third of these migrant students were classified as English learners. A student between the
ages of three and twenty-one is considered migrant if the parent or guardian is a migratory
worker in the agricultural, dairy, lumber, or fishing industries and the family has moved
during the past three years (CDE 2015). Many factors influence the educational success of
migrant students, including moving often, parent education, experience in the US school
system, school attendance, and poverty. One of the biggest challenges to the success of
migrant students is the continuity of educational services as they relocate.

In order to help maintain access to continuity of educational and social services, local
educational agency staff connect migrant students and their families with Migrant
Education Programs (MEP). Migrant Education Programs offer technical assistance
and support to programs that are designed to strengthen the school, community, and
family experiences of children and their families. This technical assistance and support
focuses primarily on supporting students and families in the areas of ELA/math, parent
engagement, school readiness, Mini-Corps tutoring, and out-of-school youth.

Migrant Education Programs (MEP) are offered in regions throughout the state. Figure 2.10
shows California’s MEP regions and the number of migrant students served by each region.
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FIGURE 2.10: Distribution of Migrant Student Population by Region

Region

A1(2014-15)

R1

9,446

R2

10,607

R3

7,823

R4

6,729

RS

6,948

R6

7,423

R7

3,857

R8

6,844

R9

6,338

R10
R11

6,363
2,956

R14

1,204

R16

12,291

R17

2,964

R18

2,084

R19

667

R21

2,901

R22

3,403

R23

2,517

R24

1315

Total

104,680

Text accessible version of this graphic

Source: California Migrant Student Information Network (CDE 2016)

According to the California Migrant Education Program Profile 2016, out-of-school
youth (OSY) comprise a significant number of potential students who need additional
support within the migrant community. “[Out-of-school youth] are the fastest growing
segment of the Migrant Education Program and the least served” (CDE 2016, 8). The term
“out-of-school youth” means “youth through age twenty-one who are entitled to a free
public education in the state and who meet the definition of ‘migratory child” but are not
currently enrolled in a kindergarten-through-grade-twelve (K-12) school” (CDE 2016, 8).
Out-of-school youth include students who have dropped out, students who are working
on passing a general education development (GED) test, and youth who are in California
solely to work. They may have limited English proficiency, may live on their own without
the support of a family at home, and may not be able to access most state resources.
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School and district personnel serving migrant students and families work diligently

to supply the tools and resources that provide linguistic and academic support while
students attend school daily. Local educational agency staff also strive to support migrant
children and families by helping them access the services provided by Migrant Education

Programs.

Figure 2.11 lists some of the key challenges California’s migrant students face in acquiring
world languages, as well as actions educators can take to leverage students’ assets and
support their success and growth.

FIGURE 2.11: Migrant Students—Challenges, Practices, and Implementation of Support

Moving Often

Potential Teaching

Practices That Recognize
Students’ Assets

Classroom Implementation

Challenges

One of the challenges to the
success of migrant students
is ensuring the continuity

of educational services as
they relocate. Due to the
inconsistent provision of
services and frequent moves,
some students have gaps in
their education.

Identify who migrant students
are. Find out the individual
needs of the students in order
to offer academic support.

Assist families with locating
any records from schools
previously attended.
Support students with free
tutoring programs at school
as appropriate. Connect
migrant families with
counselors or other staff to
provide resources within the
community.

Classroom: Know who your
migrant students are. Provide
support that bridges their
home language learning in
WL with English. Provide
extra time on assignments if
they are frequently absent.
Plan (or co-plan) supports
bilingual paraeducators
provide while working with
the students in the general
education classroom. If the
student is enrolled in an
elementary WL pathway
(dual language immersion,
developmental bilingual),
plan for extended support in
math and ELA.

Beyond the Classroom:
Connect with counselors

or other staff on campus
who will refer students

and families to community
resources and link them
with local and state Migrant
Education Programs.
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Parent/Guardian Education and Experience in the US School System

Potential Teaching

Challenges

Practices That Recognize
Students’ Assets

Classroom Implementation

Parent/guardian education
has been identified as the
single strongest correlate of
children’s success in school
(Egalite 2016). As with

any other parent/guardian
group, migrant parents

and guardians represent

a range of education and
backgrounds. Migrant
students may come from
homes where parents or
guardians have not attended
school in the US and do

not initially know how the
system works or how to
support their children within
the system.

Ensure all parents and
guardians are welcome
within the school. Provide
school flyers and other
materials in languages
other than English and
provide interpreter services
at school events. Ensure
school and district websites
offer a translate option for
caregivers who need it. Invite
caregivers to participate in
school activities and events.
Offer parent/guardian
support classes on a range
of topics based on caregiver
needs. Provide families with
information on the structure
of the school and district
and ways to support their
students” academic and
social-emotional success.

Classroom: Provide
classroom communication

in the home language in
order to help parents and
guardians feel welcomed and
able to support their students/
children. Invite parents and
guardians to volunteer in the
classroom to help or to be a
speaker.

Beyond the Classroom:
Provide interpreter services
in the languages of the
school community, send
communication in home
languages, invite families

to school events, provide
classes for parents/guardians
(supporting their student/
child in school, learning
English), and provide a
translate option on school
and district websites. School
staff and leaders reach out to
and partner with community
organizations.
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Poverty

Potential Teaching

Challenges

Practices That Recognize

Students’ Assets

Classroom Implementation

Migrant students sometimes
live in poverty. Students
living in poverty generally
face a variety of challenges
that can be obstacles to
their academic, social, and
emotional success. Some key
challenges students living
in poverty may face include
those related to health

and nutrition, academic
language, effort, hope and
growth mindset, cognition,
relationships, and distress
responses. (See figure 2.2
for more information on
challenges stemming from
poverty and practices to put
in place in order to support
students living in poverty.)

See figure 2.2 for practices
to support students living in
poverty.

See figure 2.2 for
implementation of supports
for students living in poverty.
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Out-of-School Youth

Potential Teaching

Practices That Recognize
Students’ Assets

Classroom Implementation

Challenges

Out-of-school youth (OSY) is
the fastest growing segment
of the Migrant Education

They are generally young,
single (no family), and
completely on their own.
They have little access to
federal or state resources,
and those with limited
education or limited English
skills may experience this
affecting their economic and
social status.

Program and the least served.

Connect OSY to advocates
who help them gain

access to needed services.
Provide information about
community support programs
in order for OSY not to feel
so isolated, as this may
help to provide motivation.
Connect them with Migrant
Education Programs which
can offer support services
in the areas of job and
computer training as well
as English classes and other
education services.

(They are out of school, so no
classroom implementation is

included.)

Beyond the Classroom:
Connect OSY with
community support services
and Migrant Education
Programs.

Snapshot 2.2 provides an example of supporting migrant and transitory students within
world languages classrooms. In this snapshot, the teacher, Ms. Hamm, gets to know

her students quickly in order to provide individual academic support. Getting to know
students allows the teacher to establish a relationship with them and identify individual

knowledge, skills, and proficiency ranges to target in lessons.

Throughout this lesson, the teacher scaffolds and supports learning, based on individual
knowledge, skills, and proficiency ranges, in a number of ways. To provide extended
support in language arts for her migrant and transitory students in particular, Ms. Hamm
designs a reading lesson using authentic material from the target culture. She teaches
the reading lesson using Specially Designed Academic Instruction in English (SDAIE)
strategies (images, models, and total physical response for vocabulary development;
comprehension checks) to support language and literacy development in context. As

the teacher transitions into student practice, she uses a document camera to model the
activity and instructions, and she ensures students understand the activity before moving
on. Collaborative groups are planned carefully so the teacher can target and support the
development of specific knowledge, skills, and proficiency within student groups. Finally,
the teacher provides students with graphic organizers (story element chart, anchor chart)
to support them as they construct ideas and organize the information they are learning.

It is important to note the rationale related to Ms. Hamm's selection of the authentic
reading Juan Bobo Sends the Pig to Mass. Juan Bobo is a well-known character in Puerto
Rican folklore, and the students have been learning about Puerto Rico throughout the unit.
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Juan Bobo, or Simple John, is the Puerto Rican representation of the wise fool or unlucky
hero literary character present in numerous world cultures. The satire encountered in such
stories provides a wealth of insight into the culture of the target-language setting. The
Juan Bobo character was influenced by Spanish picaresque novels, such as Lazarillo de
Tormes and Don Quijote, and the stories typically have a moral, as in Aesop’s Fables. Juan
Bobo is a folk hero character, much like Paul Bunyan or Robin Hood. Ms. Hamm fondly
remembers reading Juan Bobo stories as a child and selects this particular story as it is age
appropriate, culturally relevant, and overall a good fit for the unit.

Snapshot 2.2: Supporting Migrant Students in Elementary School

Ms. Hamm teaches grade two dual immersion Spanish in an
elementary school where several of her students are migrant students
or transitory students living in poverty. Her migrant and transitory
students have a history of missing school for periods of time. Some of
them would benefit from significant reading and writing support due to challenges
related to vocabulary, phonics, and fluency. Ms. Hamm knows that her students who
move often generally may not have the resources at home that some of her other
students can access. Ms. Hamm is also aware that sometimes these students may
not receive the specialized services that would benefit them due to their relocation,
movement, or time spent out of school for various reasons. Knowing this, Ms. Hamm
learns all she can about her students as soon as they are placed in her classroom in
order to provide the targeted academic support they need.

One of the many challenges Ms. Hamm faces in her elementary classroom is
fostering the variety of skills of her students, including offering foundational literacy
skill development to migrant and transitory students who have gaps in knowledge
that keep them from achieving grade-level success.

Ms. Hamm assesses her students in a variety of ways in order to learn about their
academic skills. Based on these assessments, she realizes that some students

require additional support to achieve, for example, WL.CM1.N (Interpretive
Communication), WL.CM2.N (Interpersonal Communication), and CCSS.ELA-
LITERACY.RL.2.7 (Use information gained from the illustrations and words in a print
or digital text to demonstrate understanding of its characters, setting, or plot). Other
students, her migrant and transitory students, require additional support to achieve
CCSS.ELA-LITERACY.RF.2.1 (Know and apply grade-level phonics and word analysis
skills in decoding words both in isolation and in text) and RF.2.4 (Read with sufficient
accuracy and fluency to support comprehension). One of the ways Ms. Hamm offers
targeted individual language support is through differentiated learning activities
offered in centers or stations during instructional time. Based on students’ individual
assessment results, Ms. Hamm plans a reading lesson using authentic reading
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material and requiring students to complete tasks appropriate for their knowledge,
skills, and proficiency development.

As part of a thematic unit on how the availability of resources in a region affects
what people consume, students have been studying Puerto Rico and other islands
around the world. Ms. Hamm selects the reading Juan Bobo Sends the Pig to Mass
for reading and writing lessons using the authentic text and culture that support

the unit. She begins the reading lesson by calling students to the magic carpet for

a teacher-led reading of the story. Ms. Hamm uses a Big Book to read the story to
the students. She uses the images in the book as well as models and total physical
response to develop vocabulary for all of her language learners. She pauses regularly
to ask comprehension questions related to the story, which helps students meet

the following standards: WL.CMT1.N (Interpretive Communication), WL.CL2.N
(Cultural Products, Practices, and Perspectives), WL.CN1.N (Connections to Other
Disciplines), WL.CN2.N (Diverse Perspectives and Distinctive Viewpoints), and
CCSS.ELA-LITERACY.RL.2.7 (Use information gained from the illustrations and words
in a print or digital text to demonstrate understanding of its characters, setting, or
plot).

At the end of the reading, Ms. Hamm asks students to return to their seats. Using a
document camera, she visually models the directions for completion of handouts
in each of the centers for the upcoming segment of the lesson. Once she ensures
students understand the directions, she assigns students to specific centers

named after animals. Ms. Hamm planned these group assignments strategically,
carefully grouping students based on their skills. Most centers allow students

to work independently among their group members (WL.CMT1.N [Interpretive
Communication], WL.CM5.N [Receptive Structures in Service of Communication],
WL.CM2.N [Interpersonal Communication], CCSS.ELA-LITERACY.RL.2.7 [Use
information gained from the illustrations and words in a print or digital text to
demonstrate understanding of its characters, setting, or plot]). However, there are
two stations that are teacher led, one for additional help with integrating knowledge
and ideas (los tigres [the tigers]—the higher group) (WL.CM1.N [Interpretive
Communication], WL.CM5.N [Receptive Structures in Service of Communication],
CCSS.ELA-LITERACY.RF.2.4 [Read with sufficient accuracy and fluency to support
comprehension]) and one for additional help with basic decoding and fluency (los
leones [the lions]—the lower group) (WL.CM1.N [Interpretive Communication],
WL.CM5.N [Receptive Structures in Service of Communication], CCSS.ELA-
LITERACY.RF.2.1 [Know and apply grade-level phonics and word analysis skills in
decoding words both in isolation and in text]). At the beginning of center time, Ms.
Hamm sits with los leones and provides direct, explicit, systematic instruction on
letter/sound correspondence, blending/segmenting phonetically regular words, and
reading decodable text. As students read, she helps with pronunciation as needed,
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and asks students to pause regularly to check for comprehension. Before the teacher
moves to support the other group, she tells los leones to reread the text with a
partner, alternating each page, to help develop fluency. Ms. Hamm moves to /os
tigres. As she moves to the other center, she quickly monitors the progress of students
at the independent centers.

When Ms. Hamm joins /os tigres, she checks the students’” comprehension of the
story by asking simple questions about key ideas. She also asks students to tell her
what terms that are likely to be more challenging mean to them. Once she ensures
student comprehension of the story, Ms. Hamm

= distributes a handout to the group;

®  explains that students will use the blank story element chart to identify the
characters, setting, and plot in the story; and

= reminds them of these literary terms (academic language) using an anchor
chart on story elements placed alongside their group table.

Ms. Hamm monitors the progress of all the centers, but she moves frequently
between /os tigres and los leones answering questions and supporting their work.

World Languages Standards:

WL.CMT1.N (Interpretive Communication, Novice), WL.CM2.N (Interpretive
Communication, Novice), WL.CM5.N (Receptive Structures in Service of
Communication within the Novice range), WL.CL2.N (Cultural Products, Practices,
and Perspectives within the Novice range), WL.CN1.N (Connections to Other
Disciplines within the Novice range), WL.CN2.N (Diverse Perspectives and
Distinctive Viewpoints within the Novice range)

Common Core State Standards for English Language Arts and Literacy: CCSS.ELA-
LITERACY.RF.2.1 (Know and apply grade-level phonics and word analysis skills in
decoding words both in isolation and in text), CCSS.ELA-LITERACY.RF.2.4 (Read with
sufficient accuracy and fluency to support comprehension), CCSS.ELA-LITERACY.
RL.2.7 (Use information gained from the illustrations and words in a print or digital
text to demonstrate understanding of its characters, setting, or plot)

To find out more about migrant students, visit the website for your local county office
of education. Additional resources can be found on the Migrant Education Programs
and Services web pages of the California Department of Education and the US
Department of Education.

64



CHAPTER 2

California’s English Learner Population

California is home to one of the largest English learner populations in the country (CDE
2018b). Some English learners are native English speakers, and some are not. This diversity
provides opportunities for Californians to interact within multiple communities from
around the world. Many children from these communities begin their schooling without
the English language proficiency necessary for success in an academic setting and benefit
from specific supports, described below.

Standard English Learners

The term “Standard American English” is used to identify one variety of English among
many. The American Heritage Dictionary defines standard English as “the variety of
English that is generally acknowledged as the model for the speech and writing of
educated speakers, especially when contrasted with speech varieties that are limited to
or characteristic of a certain region or social group” (American Heritage Dictionary of the
English Language 2020). Standard English learners are native speakers of English whose
mastery of the Standard American English (SAE) language, privileged in schools, is yet to
be developed. These students often live in poverty (Harris and Schroeder 2013) and use a
nonstandard dialect of English in their homes and communities, using SAE only in limited
ways outside of the school environment (Charity, Scarborough, and Griffin 2004; LeMoine
2001; McLoyd 1990; Okoye-Johnson 2011). Standard English learners use “culturally
different dialect[s] and language, [dialects] that should be embraced and encouraged”
(Harris and Schroeder 2013, 197). In world languages, these students develop language
proficiency in the nonstandard English variation they use and SAE through making
language connections, practicing specific language skills, and making comparisons in the
target language.

Standard English learners are not identified as English learners using the Home Language
Survey and are not required to receive services that are provided to support the English
learners described below. However, both groups of students benefit from similar
classroom support for literacy and language development.

English Learners

Students who are learning English as an additional language come to California schools
from all over the world, and many were born in California. The CDE defines English
learners as

“... those students for whom there is a report of a primary language other than
English on the state-approved Home Language Survey and who, on the basis of the
state-approved oral language [...] assessment procedures and literacy [...], have
been determined to lack the clearly defined English language skills of listening
comprehension, speaking, reading, and writing necessary to succeed in the school’s
regular instructional programs” (CDE 2020a).
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While the WL Standards align with and support the academic
development of English learners, these standards perform
their primary role in valuing, developing, and sustaining a

child’s heritage or native language and culture,

While the WL Standards align with and support the academic development of English
learners, these standards perform their primary role in valuing, developing, and sustaining
a child’s heritage or native language and culture.

In July 2017, the California State Board of Education (SBE) adopted the California English
Learner Roadmap State Board of Education Policy: Educational Programs and Services
for English Learners (EL Roadmap Policy). The EL Roadmap Policy affirms many English
learners represent the newest members of society, who bring a rich diversity of cultural
backgrounds and come from families with rich social and linguistic experiences. They
bring skills in their primary languages that contribute enormously to the state’s economic
and social wealth of a talented multilingual and multicultural population.

The foundational goal of the EL Roadmap Policy is for all English learners to develop
multiliteracy by learning English and enhancing proficiency in their native languages. As
manifested in Global California 2030 initiative, California places emphasis on developing
high levels of proficiency in multiple languages and cultures for all students.

Four principles provide the foundation of the EL Roadmap Policy. The principles are
intended to guide all levels of the system toward a coherent and aligned set of practices,
services, relationships, and approaches to teaching and learning. The principles address
the following themes:

1. Assets-Oriented and Needs-Responsive Schools

2. Intellectual Quality of Instruction and Meaningful Access
3. System Conditions That Support Effectiveness

4. Alignment and Articulation Within and Across Systems

Each principle is supported by research and values-based elements, which are built upon
California’s academic content and English language development standards, the California
ELA/ELD Framework, and other state policy and guidance documents. Figure 2.12
includes the four principles, the EL Roadmap Policy for each principle, and applications
to world languages. Teachers strongly influence the first two principles, while school and
district leadership will likely guide the third and fourth principles.
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FIGURE 2.12: Principles of the California English Learner Roadmap and World
Languages Indicators

Principle EL Roadmap Policy World Languages Indicators
Principle One: | Preschools and schools are World languages programs work
Assets-Oriented | responsive to different English | to preserve the cultures of students
and Needs- learner (EL) strengths, needs, and families they serve. Teachers in
Responsive and identities and support these programs tailor curriculum and
Schools the social-emotional health instruction toward individual students.

and development of English
learners. Programs value and
build upon the cultural and
linguistic assets students bring
to their education in safe and
affirming school climates.
Educators value and build
strong family, community, and
school partnerships.

They highlight and value the cultural and
linguistic assets that students bring and
leverage them in the classroom. Teachers
ensure students are exposed to people
from their own background in authentic
materials, so these cultural texts function
as both mirrors and windows (Bishop
1990). World languages teachers draw on
students’ prior experience and knowledge
and actively build strong family,
community, and school partnerships.

Principle Two:
Intellectual
Quality of
Instruction and
Meaningful
Access

English learners engage

in intellectually rich,
developmentally appropriate
learning experiences

that foster high levels of
English proficiency. These
experiences integrate
language development,
literacy, and content learning
as well as provide access

for comprehension and
participation through native
language instruction and
scaffolding. English learners
have meaningful access to

a full standards-based and
relevant curriculum and

the opportunity to develop
proficiency in English and
other languages.

World languages teachers plan standards-
based, rigorous, and culturally rich
learning experiences designed to develop
students’ linguistic proficiency and global
competence. These learning experiences
also support language development
across content areas. Learners are
engaged in tasks that integrate the three
modes of communication and culturally
appropriate behaviors to develop
intercultural competence. In this work,
world languages teachers value and
leverage the home languages and dialects
spoken and understood by students.
World language instruction emphasizes
engagement, interaction, discourse,

and critical thinking to support depth

of knowledge and effective, culturally
appropriate communication with a
variety of audiences.
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Effectiveness

are knowledgeable of and
responsive to the strengths and
needs of English learners and
their communities and who
utilize valid assessment and
other data systems that inform
instruction and continuous
improvement. Each level of
the school system provides
resources and tiered support
to ensure strong programs and
build the capacity of teachers
and staff to leverage the
strengths and meet the needs
of English learners.

Principle EL Roadmap Policy World Languages Indicators
Principle Each level of the school World language teachers and leaders
Three: System | system (state, county, district, | attend high-quality professional learning
Conditions school, preschool) has opportunities to continually improve
That Support leaders and educators who their delivery of research- and standards-

based approaches and models. They
participate in collaborative planning that
enables them to support their language
learners, and they have access to
coaches with subject-specific expertise.
World language teachers have access

to curriculum and technology to allow
them to deliver effective instruction

and assessment. These resources—not
translations from English language
curriculum—include authentic materials
from the students’ culture and the target
culture. School leaders make language
learning a priority and use a systems
approach to support multilingualism
among students and families. School
leaders responsible for world languages
programs ensure valid and reliable
assessments are selected for assessing
biliteracy. They also make it possible for
English learners to take electives and ELD
in addition to the full core curriculum.
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Principle

EL Roadmap Policy

World Languages Indicators

Principle Four:
Alignment and
Articulation
Within and
Across Systems

English learners experience

a coherent, articulated,

and aligned set of practices
and pathways across grade
levels and educational
segments, beginning with a
strong foundation in early
childhood and appropriate
identification of strengths and
needs, continuing through to
reclassification, graduation,
higher education, and career
opportunities. These pathways
foster the skills, language(s),
literacy, and knowledge
students require for college-
and career-readiness and
participation in a global,
diverse, multilingual, twenty-
first century world.

Learners have access to high-quality
world languages pathways articulated
across grade levels (K-16) that allow
them to develop proficiency in languages
other than English while supporting
development of English proficiency
through transfer. As students move
through these pathways, there is some
consistency across classrooms related

to routines and organizers to support
and scaffold for language learners.
World languages program models and
pathways are coherent and include
multiple entry points and opportunities to
sustain a student’s home language while
developing skills and competencies in
another language. School leaders work
with world languages teachers to identify
students who may be eligible for the
State Seal of Biliteracy and work with
them and their guardians to support and
recognize their achievement before and
upon graduation.

Source: Adapted from the CA EL Roadmap (CDE 2018a)

Underlying this systemic application of the CA EL Roadmap principles is the foundational
understanding that English learners are the shared responsibility of all educators. All levels
of the educational system have a role to play in ensuring the access and achievement of
the over 1.3 million English learners who attend California schools.

According to data from the Fall 2018 California Language Census, almost one in five
students enrolled in California public schools is an English learner (CDE 2019a). The
principles of the English Learner Roadmap Policy and the WL Standards form a solid
foundation for the education of English learner students in world languages classrooms.
English learners benefit greatly when they are enrolled in a world languages program,
and more so if one is available in their heritage or native language. Schools and

district personnel are responsible for ensuring that EL students have “full access to an
intellectually rich and comprehensive curriculum [...] and that they make steady—and
even accelerated—progress in their English language development” (CDE 2015, 787).
When EL students have access to long, well-articulated sequences of WL pathways,
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they are able to develop high levels of language proficiency as well as literacy skills in
both English and another language and culture. In doing so, their primary language and
culture is valued, they develop global competence, and they are poised to earn the Seal
of Biliteracy (see the CDE website for requirements for earning the Seal of Biliteracy). See
chapter 9 for more information on Global California 2030 and pathways to multiliteracy
for English learners.

The ELA/ELD Framework suggests that the more developed the primary language and
literacy skills, the more linguistic and cognitive assets EL students have to transfer. Transfer
is described by the ELA/ELD Framework in the following way.

Phonological awareness, syntactic awareness, and alphabetic knowledge transfer
across languages, meaning that EL students who have already learned these skills in
their primary languages do not need to relearn them in English (CDE 2015).

California’s EL students bring a wealth of rich linguistic and cultural understandings and
experiences. At the same time, EL students need the English language skills and academic
competencies necessary to be reclassified as fluent English proficient (RFEP). Many of
California’s EL students may become long-term English learners (LTEL) or be classified

as LTEL when they do not develop English language proficiency within six years (see
California Education Code Section 313.1). When EL students do not demonstrate the
linguistic and academic progress necessary to be reclassified, they are required to take
additional English language development (ELD) support courses at the secondary level.
Primary language and literacy, as well as time in the United States, affect the development
of EL students” English skills and academic competencies.

English learners benefit from additional support in ELD while
also being provided access to A—G courses.

In order to develop English language proficiency, EL students receive systematic ELD
instruction and support in both designated and integrated ELD. English language
development instruction focuses on the areas that comprise the three parts of the
California English Language Development Standards (ELD Standards): developing the
linguistic and cultural knowledge and skills needed to interact in meaningful ways,
learning about how English works, and using foundational literacy skills. While each

of the three parts aligns with the WL Standards, none aligns more closely than Part 1:
Interacting in Meaningful Ways. This part of the ELD Standards contains three modes

of communication—Interpretive, Collaborative, and Productive—which mirror the

three modes of communication in the WL Standards: Interpretive, Interpersonal, and
Presentational. The proficiency level descriptors in the California ELD Standards also
bear similarities to the American Council on the Teaching of Foreign Languages (ACTFL)
Proficiency Guidelines and the proficiency ranges described within the WL Standards. See
chapter 9 to understand more about ranges of proficiency across all of the WL Standards.
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World Languages is an academic area where all language learners can flourish. Regardless
of whether EL students are standard English learners, heritage speakers, or native speakers,
world languages classrooms offer them an environment where they showcase the
linguistic and cultural knowledge they bring as bilinguals. At the same time, these students
develop academic content knowledge and transferable language skills in their primary
language, which in turn supports their academic development and multiliteracy.

World Languages is an academic area where all language
learners can flourish. Regardless of whether EL students are
standard English learners, heritage speakers, or native speakers,
world languages classrooms offer them an environment where
they showcase the linguistic and cultural knowledge they
bring as bilinguals. At the same time, these students develop
academic content knowledge and transferable language
skills in their primary language, which in turn supports their
academic development and multiliteracy.

Figure 2.13 lists some of the key challenges EL students face in acquiring world languages,

as well as actions educators can take to leverage the assets and meet the needs of these
students.
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FIGURE 2.13: English Learners—Challenges, Practices, and Implementation of Support

English Proficiency

Potential Teaching

Practices That Recognize
Students’ Assets

Classroom Implementation

Challenges

Students identified

as English learners
benefit from attaining
the English language
proficiency necessary
to succeed in the
school’s mainstream
instructional

programs. They may
have yet to develop
sufficient English
language proficiency
to be successful
academically where
instruction is provided
in English without
linguistic support.
Teachers are advised to
appreciate the urgency
in helping students
gain knowledge of
academic and domain-
specific vocabulary,
discourse practices,
and different text types.

Encourage EL students in a
WL environment to value
the asset of their native

or heritage language

and culture. Develop
transferable linguistic
knowledge and skills

in their first language.
Provide opportunities

for them to participate

in bilingual programs,
including dual language
immersion programs,

that continue in long
sequences. Ensure EL
students make linguistic
and cultural connections
between English and their
L1 during instruction.
Provide opportunities

for exposure to a variety
of subjects, texts, and
text types in their L1

and L2. Provide support
to educators across all
content areas in promoting
literacy development
based on students’
linguistic needs.

Classroom: Know the proficiency
ranges of your students so you

can create specific scaffolds

to meet their linguistic needs.

In elementary WL pathways,
support academic language
development in all subjects

(using SDAIE strategies and/or the
Sheltered Instruction Observation
Protocol [SIOP] model). In all WL
pathways, use academic language
and text types daily. Plan bridging
activities that allow students

to demonstrate their primary
language skills and to make
language comparisons between

L1 and L2. Provide primary
language support (SDAIE strategies,
SIOP model, or bilingual
paraprofessional) in all subjects.
In a nonheritage/nonnative WL
classroom, provide differentiated
activities that allow students to
practice reading and writing in
the primary language focused on
academic language and text types.

Beyond the Classroom: Encourage
EL students to participate in

clubs and organizations to build
community and practice language
outside of the classroom. Provide
resources to parents that help guide
them as they support their students
(parent classes, communication in
the home language).
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EL Students Who Might Enter LTEL Status and Gain Access to Full Curriculum

Potential Teaching

Practices That Recognize

Students’ Assets

Classroom Implementation

Challenges

EL students become
LTEL students when
they are not able

to develop English
language proficiency
within six years of their
initial classification

as an EL. When this
occurs, these students
are enrolled (or
continue enrollment)
in an EL support class
at the secondary level.
This additional support
class may prevent these
students from fully
participating in a well-
rounded academic
program that includes
the completion of A-G
requirements.

Provide systematic
practice in listening,
viewing, speaking,
signing, reading, and
writing in the L1 in order
to develop transferable
skills in the L2. Focus

on academic language
development in all
subjects.

Ensure students and their
families are aware of

the state requirements
for reclassification, such
as the English Language
Proficiency Assessments
for California (ELPAC)
and Smarter

Balanced Assessment
Consortium (SBAC).
Support students through
high-quality instruction.

Classroom: Plan activities

that allow students to practice
listening, viewing, speaking,
signing, reading, and writing. Plan
to use academic language and text
types daily. Know your curriculum
(previous curriculum, current
curriculum, and how this connects
to future curriculum) so you can
incorporate content vocabulary
and structures into interactions.
Show students what words mean
with images and models. Provide
examples of text types used in
academic settings and sentence
frames as necessary.

Beyond the Classroom:

Connect students with tutoring
assistance. Clearly communicate
reclassification requirements to
students and parents. Monitor
and encourage progress toward
meeting state requirements for
reclassification (or work with
school ELD leads to monitor
progress). Ensure EL students are
provided both designated and
integrated ELD and access to
grade-level content to complete
A-G requirements.
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Primary Language and Literacy Background

Potential Teaching
Challenges

Practices That Recognize
Students’ Assets

Classroom Implementation

EL students have
varying knowledge,
skills, abilities, and
literacy in their
primary language.
These skills transfer
from one language

to another. When

the student’s second
language is similar to
their first language,
more transfer tends to
take place. EL students
benefit from instruction
in their primary
language and will
likely need additional
support developing
communicative skills.

Approach the transfer

of primary language
knowledge and skills

to English intentionally
and strategically. Include
opportunities to practice
disciplinary literacy. Guide
students to compare
languages they know with
those they are learning.

Classroom: Know the proficiency
range of each student so you

can create specific scaffolds to
meet their individual linguistic
needs. Plan lessons that include
academic language and text
types from across subject areas.
Design lessons that include
bridging activities that allow
students to make connections and
comparisons between L1 and L2.

Beyond the Classroom: Connect
students with clubs and school
organizations promoting academic
activities and success. Provide
extended opportunities for reading
at home.
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Time in the United States

Potential Teaching

Challenges

Practices That Recognize
Students’ Assets

Classroom Implementation

Some EL students are
born in the US, while
others have yet to
develop experience
with English or
American culture. The
time an EL student
has been in the
United States affects
the degree to which
they develop English
language skills and
cultural knowledge.

Focus on development of
academic English in all
subjects and academic
language and text types
in the target language.
Provide specialized
support for newcomers
and heritage and native
speakers in world
languages through classes
designed for them or by
differentiating curriculum.

Classroom: Provide bilingual
paraprofessionals to support
English language development
outside of WL classes. Know

the proficiency range of each
student so you can create specific
scaffolds to meet their individual
linguistic needs. Plan lessons that
include academic language and
text types from across subject
areas. Design lessons that include
bridging activities that allow
students to make connections and
comparisons between L1 and L2.

Beyond the Classroom: Connect
students with clubs and school
organizations promoting academic
and social-emotional activities.
Encourage students and families
to participate in school events

and activities. Provide interpreting
services to welcome all families.

Figure 2.13 offers a variety of activities that can be implemented in the classroom in order
to support English learners. It is important to note that these activities generally support
all language learners, whether they are attending an ELD class or enrolled in a world
language. One such language strategy that supports all language learners included in

figure 2.13 is bridging.

Bridging is a student-centered instructional strategy that involves the use of cross-
linguistic strategies and leads to the development of metalinguistic awareness. In their
book Teaching for Biliteracy: Strengthening Bridges between Languages, Beeman and
Urow define bridging as “the instructional moment when teachers purposefully bring the
two languages together, strategically guiding bilingual learners to transfer the academic
content they have learned in one language to the other, engage in contrastive analysis

of the two languages ... and develop ‘metalinguistic awareness’” (2012, v). Bridging
involves making language comparisons, which is a key goal of Communication Standard
7: Language Comparisons in Service of Communication (WL.CM.7). Bridging often takes
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place near the end of the unit and teachers ensure it occurs only after students have had
the opportunity to establish meaning in the target language throughout the unit.

Bridging occurs in the classroom when English and the target language are placed side
by side for students to use their knowledge of both languages to transfer what they have
learned from one language to the other and develop a deeper understanding of how both
languages work. For example, after students in a grade three dual language immersion
class have learned content related to habitats in the target language, the teacher and
students co-create an anchor chart with a list of the key vocabulary students have learned
in the unit. While writing the English words alongside the Spanish, the teacher invites
students to state the English equivalent of each word. As this takes place, the teacher
facilitates comparisons and discussions of the features of each language (phonology,
morphology, syntax, and pragmatics). When bridging takes place, students make
connections and co-create meaning between the languages they know and the language
they are acquiring.

Translanguaging is a form of bridging. It is a normal practice in bilingual communities,
since it is how bilingual people fluidly use their linguistic resources—without regard to
named languages—to make meaning and communicate. When translanguaging occurs
in the classroom, students move from one language to another, using all the linguistic
and cognitive resources in their linguistic repertoire, to make sense of the academic
content being delivered in the target language. This may take place at any point in a unit
during whole group discussions, independent practice, or collaborative activities. In the
classroom, translanguaging may include translating and comparing between languages,
mixing words and expressions from the languages known when communicating, and
using the home language in one part of an activity and the school language in another
part. When a collaborative translanguaging activity is planned with specific goals

and grouping in mind, students work in bilingual pairs to support further language
development in English and in the target language.

Bridging and translanguaging are not translation. Bridging often takes place near the

end of a unit and includes a series of carefully designed activities that guide students to
analyze and compare aspects of both languages. Translanguaging involves the language
learner using all language they know to transfer information they learn from one language
to the other.

Bridging and translanguaging are not translation. Bridging
often takes place near the end of a unit and includes a series of
carefully designed activities that guide students to analyze and
compare aspects of both languages. Translanguaging involves
the language learner using all language they know to transfer

information they learn from one language to the other,
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Teachers ensure bridging occurs only after students have had the opportunity to establish
meaning in the target language throughout the unit. Snapshot 2.3 provides an example

of bridging and translanguaging in a grade three Spanish dual language immersion
classroom. Note that bridging activities may vary considerably from elementary to
secondary grade levels. A discussion of key considerations for secondary world languages
follows the snapshot.

Snapshot 2.3: Bridging Language in a Grade Three Spanish Dual
Language Immersion (DLI) Classroom

Mr. Grant teaches grade three Spanish in a dual language immersion
program. Half of his students are English learners and half are

native English speakers. They are within the Intermediate range

of proficiency. Mr. Grant is approaching the end of the unit on animals and their
habitats. In a previous lesson, the class created a summary of what they learned
about animals and their habitats, and Mr. Grant plans for students to use that
summary for a bridging activity today. Since his students use Spanish during the
majority of the unit, and knowing that his multilingual students use both languages
to make sense of language, he plans a series of bridging activities to guide them in a
comparison of Spanish and English in order to develop metalinguistic awareness of
both languages.

First, Mr. Grant asks students to consider all the language they have learned about
animals and their habitats throughout this unit. He asks students to create a list of
the words they learned in Spanish that they think they should all know in English as
well. Students work in small groups to create their lists of Spanish words (WL.CM1.1,
WL.CM2.1, WL.CM7.I, WL.CNT1.I).

Mr. Grant then brings the class together and calls on volunteers to share the Spanish
words from their lists. He lists them on a piece of large chart paper for all students
to see. He then asks students to identify which of the words are cognates and to say
the English version of the word. He circles those words on the chart, draws an arrow,
and writes the English word (WL.CM5-6.1, WL.CM7.l, WL.CNT1.]). As they identify
cognates, the opportunity arises for students to notice that the suffix -cion in Spanish
is -tion in English. The discussion of this leads students to co-create meaning as they
make sense of both languages (WL.CM2.I, WL.CM5-6.1, WL.CM7.I, WL.CNT1.l). Mr.
Grant then pairs students and asks them to work with their partner to identify and
list the English word for each Spanish word on their list. Once time is up, Mr. Grant
once again gains students’ attention and leads them in a whole group discussion of
the English words. As he calls on volunteers, he finds the Spanish words on the chart
paper, draws an arrow, and writes its English counterpart.

At this time, Mr. Grant explains to the students that they will now complete a
translanguaging task where they will write their class summary in English. They will
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work with a partner as they do this. Mr. Grant strategically pairs an EL student with
a student who is a native English speaker in each group. As they work together on
their summary, they are both able to use their strengths in each language to support
and strengthen their writing (WL.CM2.l, WL.CM5-6.1, WL.CM7.I, WL.CN1.]). As
the students write their summary, Mr. Grant circulates, monitoring each pair as they
write.

Finally, when students have completed the summary, Mr. Grant explains they will
pair up with a variety of different partners to share their summary (WL.CM3.1) and
give feedback to that partner. They should tell each partner one thing they did well
and one thing they can improve (WL.CM2.I). The teacher provides sentence frames to
support the production of academic language structures related to giving feedback.
After ensuring all students can view the sentence frames, he asks them all to stand
and participate in a Parallel Lines activity, rotating partners three times.

World Languages Standards:

WL.CM3.1, WL.CM1.1 (Interpersonal Communication within the Intermediate
range), WL.CM2.I (Interpersonal Communication within the Intermediate range),
WL.CM3.1 (Presentational Communication within the Intermediate range),
WL.CM5-6.1 (Receptive and Productive Structures in Service of Communication
within the Intermediate range), WL.CM?7.I (Language Comparisons in Service of
Communication within the Intermediate range), WL.CNT1.I (Connections to
Other Disciplines within the Intermediate range)

The focus of snapshot 2.3 is bridging in an elementary language classroom. In a secondary
setting, the number of instructional hours dedicated to the target language is relatively
limited. Due to instructional hours and curricular demands for the subject area, bridging
activities may be much shorter than those in elementary school settings. A secondary
teacher may choose to design bridging activities near the end of the unit that focus on
cognates and students co-creating meaning related to specific language and structures. It
is imperative to ensure that bridging occurs only after students have had the opportunity

to establish meaning in the target language throughout the unit. For more in-depth
discussions of the varied world languages pathways in California public schools, see
chapter 3 of this framework.

As the state with one of the largest English learner populations in the country, California
has been working for many years to help EL students acquire the knowledge and skills
they need to succeed in the classroom and beyond. A variety of programs and language
learning models have been implemented for EL students over the years, some with
successful outcomes. One research-based model that has demonstrated successful
outcomes for EL students is the Sheltered Instruction Observation Protocol (SIOP) Model.
According to the Center for Applied Linguistics, the SIOP Model “has been widely and
successfully used across the US for over 15 years. ... Using the SIOP Model, teachers plan
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and deliver lessons that allow English learners to acquire academic knowledge as they
develop English language proficiency” (Howard et al. 2018). The SIOP Model incorporates
SDALIE strategies along with other sheltered instruction techniques to support English
language development. Many teachers throughout California use the SIOP Model for
instructional planning. The Center for Applied Linguistics (Howard et al. 2018) provides
the eight interrelated components of the SIOP Model:

®  |esson Preparation

= Building Background

®  Comprehensible Input
m  Strategies

® [nteraction

®  Practice/Application

®  Lesson Delivery

m  Review and Assessment

Using the above strategies has been shown to effectively address the academic and linguistic
needs of English learners (Lopes-Murphy 2012; McGuire-Schwartz and Arndt 2007).

An interesting variation of the SIOP Model, also used by California teachers, is the
Two-Way Immersion Observation Protocol (TWIOP). This model uses the same
components listed above, but with modifications to support dual language learning. These
modifications include:

= Developing complimentary and overlapping language objectives for both
languages

m  (Clearly stating cultural objectives

® Encouraging students to use scaffolding techniques themselves when serving as
peer models

= Explicitly teaching students to provide enough wait time during peer interactions

= Allowing students to clarify key concepts in L1 for strategic purposes as
appropriate

m  Supporting the cultural objectives of the lesson

®  Ensuring cross-linguistic transfer by reviewing core concepts in each language

®  Using similar types of assessments and communicating assessment results
similarly in both languages

Chapter 3, Pathways to Multiliteracy, includes more information and examples pertaining
to the TWIOP model.

For more data on California’s English learner students, visit DataQuest. For additional
information related to supporting English learners, visit the websites of the California
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Department of Education, the Center for Applied Linguistics, Sobrato Early Academic
Language (SEAL), and Colorin Colorado.

Multiliterate Students

With over 40 percent of students coming to school with a background in at least two
languages, California is well positioned to develop the multiliteracy of its students through
a TK-12 sequence of world languages programs. California promotes multiliteracy
throughout the state. It was the first state in the country to offer a State Seal of Biliteracy.
The most recent initiative aimed at developing global competence and multiliteracy in
California is Global California 2030. The mission of this initiative is to equip students with
language skills in order to appreciate and engage with the rich and diverse communities
of the world and prepare them to succeed in the global economy, with three out of four
students proficient in two or more languages and earning the State Seal of Biliteracy

by 2040. California’s school leaders are striving to meet the needs of the projected
number of multiliterate students within the next decade. Educators at local educational
agencies, including county offices of education and school districts, lead teams that work
collaboratively to recruit and prepare qualified teachers and administrators to plan and
implement the high-quality multilingual programs that will exist in California.

The communicative, cultural, and intercultural assets of
multiliterate students are skills to foster and celebrate.

While California’s employers and postsecondary schools recognize the linguistic and
cultural assets of students who achieve high levels of proficiency in English and a second
language, some students may not see their multilingual skills as an asset. Historically
students, or members of their family, who speak another language may have been
discouraged from speaking that language or may have faced criticism in school or in the
community for doing so. Developing cultural proficiency among students and educators
helps to avoid this by cultivating cultural understanding and global competence (Burke
2018). Becoming culturally proficient means raising awareness of and closing the gap
between students’ linguistic and cultural values and how they are perceived by peers,
educators, and the community (Lindsey et al. 2018). The communicative, cultural, and
intercultural assets of multiliterate students are skills to foster and celebrate. Culturally
responsive and sustaining teaching, a pedagogy that recognizes the importance of
including students” cultural preferences in all aspects of learning (Ladson-Billings 1994),
allows students to see themselves in the curriculum and to see people with similar
backgrounds celebrating successes around the world. World languages pathways provide
multilingual students with the opportunity to see value in their linguistic and cultural
heritage while also fostering further linguistic and cultural development. Certificates of
biliteracy and multiliteracy in earlier years and the State Seal of Biliteracy upon graduation
from high school offer this encouragement and recognition.
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The WL Standards outline goals for communicative and cultural proficiency and for
related connections to disciplinary content. World languages pathways place equal

value on the primary and the target language and culture, and they allow for students to
achieve the standards through multiple entry points for language learning. These pathways
offer multilingual students opportunities to enroll in language courses in their primary
language and an additional language while also completing courses that allow them to
meet A—G graduation requirements. Multilingual students benefit when they have access
to long sequences of language courses leading to proficiency both in English and another
language. They further benefit when the study of an additional language is available.
Continued access to a range of courses in English and a second or third language is
essential for learners to maintain and develop high levels of communicative proficiency
and global competence.

Figure 2.14 provides some of the key challenges multiliterate students face in learning
world languages, as well as practices that can be implemented in world languages to
leverage the assets and meet the needs of these students.

81



CHAPTER 2

FIGURE 2.14: Multiliterate Students—Challenges, Practices,
and Implementation of Support

Multilingualism as an Asset
Potential Teaching  Practices That Recognize

Students’ Assets Classroom Implementation

Challenges

Classroom: Design standards-based
thematic units using authentic
materials. This design ensures

Some students may
need assistance
in seeing their

Ensure the ongoing
development of cultural
competence for students

multilingual skills as
an asset. Until that
happens, they may
avoid taking language
courses in their first
language or may not
attempt studying a
third language.

and educators. Foster the | development of global competence

linguistic and cultural
skills of multilingual
students. Encourage
language study
throughout TK-12.

through exploring language and
content in the context of the target
language culture(s). This may also
connect to the Framework for
Global Competence (for more
information on this framework, see
chapter 9, The Proficiency Ranges
in the World Languages Standards).
Plan units and lessons that allow
students to see representations of
themselves and others from around
the world. Guide students in inquiry
learning by exploring perspectives
through a variety of linguistic and
cultural representations. Value
students’ primary language and
culture by offering opportunities for
students to share their perspectives
and experiences during instructional
time. Encourage proficiency
development through prompting and
reward progress.

Beyond the Classroom: Provide
ribbons and certificates of biliteracy
to encourage continued language
study; connect these awards to

the Seal of Biliteracy. Promote
multilingualism through clubs and
events within the school and the
community (local and abroad).
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Opportunities for Language Study

Potential Teaching
Challenges

Practices That Recognize
Students’ Assets

Classroom Implementation

Students with
proficiency in English
and another language
may find that the
programs available at
their school may not
offer the opportunity
to maintain their
second language
studies or study an
additional language.
At the secondary level,
multilingual students
may not be able to
enroll in language
courses in their first or
an additional language
due to limited
language offerings

or the need to enroll
in other courses to
meet A-G graduation
requirements.

Provide early access

to long sequences

of language study.
Foster first and second
language development
without limiting access
to the full curriculum.
Provide access to study
a third language as
desired.

Classroom: Teach well-articulated
curriculum that is age- and
proficiency-appropriate based on
the WL pathway.

Beyond the Classroom: Work with
members of the broader school
community to plan entry points for
language learners that sustain L1
proficiency, develop L2, and offer
L3 options for multilingual students.
Plan and support opportunities for
students to study abroad.

Project-Based Language Learning (PBLL) units benefit multilingual students. Similar to
Integrated Performance Assessment units, they are thematic and performance based, thus
allowing students to demonstrate the ability to carry out tasks in a world language as a
result of classroom instruction. Snapshot 2.4 features an overview of a PBLL unit that
addresses all of the WL Standards as well as technological literacy as described in the 21st
Century Skills Map for world languages (Partnership for 21st Century Learning 2020). In
this snapshot, Mr. Doehla engages multilingual students in differentiated and self-directed
learning through inquiry. As a final product and assessment, students are invited to
imagine Le Petit Nicolas as a teenager and create a script and film to portray him as a high
school student. The teacher guides the inquiry process throughout the unit by carefully
planning standards-based outcomes and assessments (the script and film), the use of
authentic materials, and the exploration of essential questions in the target language.
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Snapshot 2.4: Supporting Multiliterate Students in High School French

Mr. Doehla is a high school French teacher. He looks for opportunities to
create rich project-based experiences for multiliterate language students at
all levels. To support the continued development of the proficiency of his
multiliterate students, Mr. Doehla creates units designed to engage these
students in inquiry learning. By the time Mr. Doehla’s nonnative French students are in their
third year of studies, they have developed the multiliteracy skills needed for more extended
inquiry experiences that require them to communicate almost exclusively in the target
language.

Mr. Doehla begins this unit, titted Un Lycéen Américain en France (An American High
School Student in France), by presenting students with a request to produce a film about
a popular French literary character, Le Petit Nicolas. In the Le Petit Nicolas stories, the
title character is a young boy. Mr. Doehla asks students to imagine him as a teenager. He
informs students that for this project-based unit they will create a script and a film that
portray Nicolas and his friends in high school.

Mr. Doehla guides students to begin the inquiry process by posing the essential question,
“How can Nicolas and his friends help an American exchange student integrate into their
community and into French culture in general?” The question prompts students to think
critically as they explore and compare French and American teen cultures throughout the
unit.

Mr. Doehla first guides students to consider what they need to explore and know in order to
answer the essential question through many lenses (WL.CM2.1). Then, working in teams of
four, students take on the role of movie producers. They consult the Nicolas stories as source
material (WL.CMT1.1, WL.CN1.l, WL.CL2.1), then put their own creativity to work developing
characters and plot twists. Drawing on the rich tradition of French filmmaking, they make
choices about shot selections and how to balance narration with dialogue. Throughout the
project, students collaborate and communicate almost completely in the target language.
They use Google Docs for collaborative writing and editing (WL.CM1-2.1), and they use
French for nearly all team discussions (WL.CM2.l, WL.CM5-6.1, WL.CM7.l, WL.CL1-4.1,
WL.CN1-2.1). The teacher monitors student progress and provides target-language support as
needed.

Mr. Doehla ensures that conducting research is a key part of this project; this research

helps students further develop their language skills in French, gain cultural proficiency,

and practice their multiliteracy skills. This is done in an authentic manner by requiring
students to select a French city as the setting for their films (WL.CM4.1) and to produce a
storyboard that sets their idea against authentic landmarks (WL.CL2.I, WL.CL2.l, WL.CN1.1).
Mr. Doehla guides students as they research French cities and authentic landmarks they

will include in their films. Through the critique and revision process, students improve their
scripts and prepare for filming (WL.CM3.l, WL.CM7.l, WL.CL3-4.1, WL.CN1-2.1).
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Mr. Doehla knows his students well. He recognizes that most of them have enough
technology fluency from previous projects, so very little class time is spent teaching the
technical aspects of filmmaking. Some students use their phones to shoot and others have
iMovie experience. Figuring out how to make the movie is part of their inquiry experience.
If students need specific instruction on video production, Mr. Doehla provides them with
minilessons in the target language on their specific technology needs.

Mr. Doehla works with students to plan a public screening as the culmination of student
work in this unit. Students” families and members of the local French-speaking community
are invited. Because Mr. Doehla has connected with French-speaking partner schools in
Martinique, Marseille, and Paris, there is also an online audience for the short films, which
typically run about 8 to 10 minutes. Students in those locations have the opportunity

to view and critique the productions online. This is yet another way Mr. Doehla plans
authentic language experiences for his multiliterate students.

Mr. Doehla takes a multifaceted approach to assessment to ensure that he is monitoring
and providing feedback for students” growth as speakers and writers of the French language.
Students are involved in their own assessment through peer- and self-assessments using
rubrics provided by their teacher. Students also take part in an individual performance
assessment that mimics a talk show. Students play the role of one of the characters in

their film as they engage in an unscripted conversation. In another individual assessment,
students respond to a prompt and write a letter or an email response from one character to
another. Finally, there is a team assessment of the final film.

World Languages Standards:

WL.CMT1.I (Interpretive Communication within the Intermediate range), WL.CM2.1
(Interpersonal Communication within the Intermediate range), WL.CM3.1 (Presentational
Communication within the Intermediate range), WL.CM4.1 (Settings for Communication
within the Intermediate range), WL.CM5-6.1 (Receptive and Productive Structures in Service
of Communication within the Intermediate range), WL.CM7.I (Language Comparisons in
Service of Communication within the Intermediate range), WL.CL1.I (Culturally Appropriate
Interaction within the Intermediate range), WL.CL2.I (Cultural Products, Practices, and
Perspectives within the Intermediate range), WL.CL3.l (Cultural Comparisons within the
Intermediate range), WL.CL4.I (Intercultural Influences within the Intermediate range),
WL.CNT1.I (Connections to Other Disciplines within the Intermediate range), WL.CN2.|
(Diverse Perspectives and Distinctive Viewpoints within the Intermediate range)

For more information related to PBLL, see chapter 10 of this framework. For additional information
related to supporting multiliterate learners, visit the websites of the California Department of
Education, the Center for Applied Linguistics, and the Center for Advanced Research on
Language Acquisition.
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Students with Visible and Nonvisible Disabilities

More than 700,000 California students received special education services under a
qualifying disability during the 2017-18 school year (CDE 2018d). That number represents
almost one in six students enrolled in K-12 public schools and does not include all
students with disabilities or special needs in each classroom.

Students with disabilities comprise a significant number of students in the classroom.
Some of these disabilities may be visible, while others may not be without learning
more about the student. Additionally, many students are diagnosed with more than
one disability, or they may be EL students who also have a disability. These students are
referred to as “twice exceptional” or “dual identified,” and instruction addresses both
sets of needs (Nicpon et al. 2011). When educators implement a Multi-Tiered System
of Support focused on universal student support and research- and standards-based
instruction, all students can meet or exceed the goals of the WL Standards.

In accordance with the Individuals with Disabilities Education Act (IDEA) and Section
504 of the Rehabilitation Act, local educational agencies provide special education and
other related services as part of a guaranteed free appropriate public education (FAPE).
The goal of special education in California is to serve the unique needs of persons with
disabilities so that each student will meet or exceed high standards of achievement in
academic and nonacademic skills within the least restrictive environment (LRE). This
means that educators see the student first over the disability and work to remove learning
barriers so that students with disabilities spend as much time as possible with peers who
do not receive special education services.

Students receiving special education services have an individualized education program
(IEP). An IEP is an annually written record of an eligible individual’s special education
and related services, describing the unique educational needs of the student and the
manner in which those educational needs will be met. Individualized education programs
are created by a team of interested parties and describe the accommodations (changes

to how a student learns) and modifications (changes to what a student learns) necessary
to help the student achieve the IEP goals and objectives. (A more thorough discussion of
the distinction between accommodations and modifications continues on the next page.)
Students who meet the criteria to receive special education services qualify under one

of the following disabilities: autism, deafness, deaf-blindness, emotional disturbance,
hearing impairment, intellectual disability, multiple disabilities, orthopedic impairment,
other health impairment, specific learning disability, speech or language impairment,
traumatic brain injury, or visual impairment including blindness. See the CDE website for
more information and resources regarding these disabilities and special education.

Students who require additional services and supports for success in school but are not
eligible for services under IDEA generally have a Section 504 plan. Commonly referred to
as a 504, this plan delineates the specific needs of the student and the accommodations
put in place within the plan. Some 504 accommodations may include preferential seating
or additional time for assignments and assessments.
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The IEP or 504 plan will specify a student’s specific needs across subject areas. To
provide access to the full curriculum within an equitable and least restrictive learning
environment, most students with these plans attend the same classes as all other students
and are provided with the support they need to be academically, behaviorally, socially,
and emotionally successful.

World languages classrooms provide an inclusive learning environment for students
with disabilities. California’s WL Standards include goals focused on the use of cross-
disciplinary content to teach topics to which students with varied interests and assets
can connect. In order to respond to learners’ diverse needs, world languages teachers
consider student learning profiles in instructional planning and assessment. Several
variables comprise a student’s learning profile, including the desire to work alone or in
groups, preferring hands-on activities over other activities, learning better when listening
or reading over viewing, or demonstrating a strong preference for musical-rhythmic over
bodily—kinesthetic activities. World languages teachers align the key understandings of the
unit with topics that intrigue students, foster curiosity, and encourage investigation. They
also give students choices of products or tasks, including student-designed options.

World languages teachers, using research-based practice, address these variables and
create positive learning environments that include multiple representations of content and
flexible learning and assessment options. They offer a choice of cooperative, independent,
or competitive learning experiences, as well as accommodation of content, process, or
product to match student needs. For students with an IEP, teachers adapt, accommodate,
and modify their instruction when necessary to allow students with disabilities to achieve
the goals of the WL Standards.

To address learning differences, curricular design in world languages utilizes Universal
Design for Learning (UDL). For additional information, see the Universal Design for
Learning section in this chapter. This approach to curricular planning provides the
optimal environment for students with disabilities, since accessible curriculum, including
accommodations (supports that help students learn the same material and meet the same
expectations as their classmates), is planned from the beginning. Some of the most widely
implemented accommodations in other subject areas are foundational to instructional
design in the standards-based and proficiency-oriented world languages classroom.

Accommodations change how a student learns content and may include preferential
seating, use of assistive technologies, additional time for assignments, guided notes, or
discussions, as needed. For more information on a variety of accommodations for students
with disabilities in world language classrooms, see appendix 2 of the WL Standards.
Modifications, or changes to what the student learns, are planned for students who are
unable to achieve the learning outcomes of the curriculum. Modifications are changes to
curriculum and learning expectations for the individual student. They are not preferred
and are only made based on requirements identified in a student’s IEP. These may include
a less complex text or an alternate assessment that does not include the same content as
peers.

87



CHAPTER 2

When teachers have students with a range of ability levels, they plan to ensure that
they achieve the goals of the WL Standards. For example, students with dyslexia often
find learning a second language challenging and benefit from multisensory, direct,
explicit, systematic instruction (CDE 2017a). Whether a student has a visual impairment
and requires braille to fully participate or is diagnosed with cerebral palsy and uses a
wheelchair, they can develop linguistic skills and cultural competence that can be used
productively in the world beyond the classroom.

Some of the key challenges students with disabilities face in acquiring world languages, as
well as recommended actions to leverage the assets and meet the needs of these students,
are listed in figure 2.15.
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FIGURE 2.15: Students with Disabilities—Challenges, Practices,
and Implementation of Support

Inclusive Learning Environment

Potential Teaching

Challenges

Practices That Recognize
Students’ Assets

Classroom Implementation

The goal in special
education placement
is to meet the needs
of the student within
the least restrictive
environment (LRE)—
meaning students with
disabilities should
spend as much time
as possible with peers
who do not receive
special education
services.

Teachers and other
interested parties ensure
students with disabilities
attend the same classes as
all other students as much
as possible. Know who
students with disabilities
are and what their needs
are at the beginning of
the school year. Provide
the supports they need

to be academically,
behaviorally, and socially
successful.

Classroom: Know students by
checking for this information in
the learning management system,
or with the special education

lead or administrator on campus.
Design lessons that use SDAIE

and UDL strategies. Include
instructional strategies and student
activities that provide or allow
multiple means of engagement,
representation, and expression.
Plan for preferential seating,
guided notes and discussions,
small steps in instructions, or color
coding of content elements, to
name a few strategies, depending
on needs. Create a classroom
community and cultivate empathy
and compassion among students.

Beyond the Classroom:
Educational leaders ensure all
staff have the information they
need to provide individualized
support, including IEPs, 504s, and
behavior support plans (BSPs).
Attend IEP meetings to share
progress and concerns, and to
plan support with the IEP team.
Connect students with clubs and
school organizations promoting
academic and social-emotional
activities. Share information
about community programs and
resources that support their needs.
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Planning Supports for the Inclusive Classroom

Potential Teaching
Challenges

Practices That Recognize
Students’ Assets

Classroom Implementation

Most students with
disabilities attend
inclusive classrooms
for most, if not all, of
the school day. They
require individualized
supports to be
successful in world
languages.

Consider the challenges
presented by the
curriculum and the
needs of all students

in the classroom, and
then design instruction
and assessment around
these components.

Plan accommodations
to meet student needs.
Maodifications are made
only if required in an IEP.

Classroom: Remove barriers to
learning by incorporating UDL
principles in lesson design and

by varying instructional strategies
for different learners in the

room. Provide multiple means of
engagement, representation, and
expression in listening, viewing,
speaking/signing, reading, and
writing activities. Allow students
options for classroom interactions
and incorporate student voice
and choice for activities and
assessment tasks. Include clear
learning objectives, small steps in
instructions, and time reminders
for small and large tasks. Plan

in advance in order to provide
accommodations or modifications
identified in the IEP or 504. If a
paraprofessional is assigned to the
student, welcome them and co-
plan or provide specific ways they
can support the student within the
lesson.

Beyond the Classroom: Work
with paraprofessionals, special
education support staff, and
administrators to support the
student. Connect students with
clubs and school organizations
promoting academic and social—
emotional activities.

Snapshot 2.5 provides an example of how a world languages teacher uses the UDL
approach to planning in order to meet the needs of each and every student in her middle

school Arabic classroom.
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Snapshot 2.5: Supporting Students with Disabilities in Middle
School Arabic

Ms. Hashem teaches grade six in an Arabic dual language immersion

academy. She uses a UDL approach to support her students” wide
range of needs, including those of her students with disabilities.
She knows that before designing a UDL unit lesson plan, it is helpful to know her
students in order to design instruction that benefits everyone.

Ms. Hashem administers a survey to learn more about her students and to plan

a UDL solution that benefits them. She also accesses student information in her
learning management system and talks with support professionals on campus
(counselors and special education teachers, among others). She then creates a chart
containing the information she has learned about her students, which she will refer
to and modify throughout the year as needed. For example, some students are listed
with an “n/a” by their name, but this does not mean potential barriers are “not
applicable,” rather, this means Ms. Hashem will need to learn more about these

students as she works with them.

Ms. Hashem’s Student Support Chart

SR Gl Poter.|t|al Materials UDL Solution
Name Barriers
Aisha n/a n/a n/a
Alexander | Hearing Visual materials Present information visually,
impaired (textbook, images, | minimize glare in room, and
videos with closed | maintain an open line of site
captioning) for him. Co-plan with the
interpreter to maximize their
support for him throughout
instruction.

Angel Newcomer EL | Teach content with | Support with hands-on
images, videos, activities, comprehension
realia, and models | checks, repetitive and slowed

speech, cognates.
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S POte'?t'al Materials UDL Solution
Name Barriers
Cole Visually Audio or digital Present information verbally
impaired versions of and in large print due to low
textbooks, vision.
teaching and
learning resources
in large print
Colin n/a n/a n/a
Daniel No time for Alternative Provide practice opportunities
homework, assignments to that can be completed during
takes care of homework the school day.
younger siblings
after school
Dwight n/a n/a n/a
Eliana n/a n/a n/a
Etienne Attention deficit | n/a Give him a role (handouts,
hyperactivity supplies, runner). Plan
disorder activities that include physical
(ADHD), Gifted movement and that are short
and Talented (10 minutes or less), plan
Education for choice from a variety
(GATE), brilliant of options in assignments
and never and assessment, offer ways
stops moving, to submit work after class
tapping; does (online), give single step
not always finish instructions verbally and in
assignments writing, and redirect often.
Farhiya n/a n/a n/a
Fatima n/a n/a n/a
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Student Potential . .
. Materials UDL Solution
Name Barriers
Hannah ADHD Color code Plan activities that include
concept physical movement and that
components, are short (10 minutes or less),
advance give her a role (handouts,
organizers, graphic | supplies, runner), give single
organizers, guided | step instructions verbally and
notes, teacher in writing.
notes
Katie Attention deficit | Color code Plan hands-on activities,
disorder (ADD) | concept utilize models and
components, manipulatives, design
advance activities that include physical
organizers, graphic | movement and that are
organizers, guided | short (10 minutes or less),
notes, teacher give single step instructions
notes verbally and in writing.
Logan n/a n/a n/a
Mahogany | GATE, n/a Plan for choice from a variety
completes work of options in assignments and
quickly and then assessment, design extension
loses interest activities that are not just
drills.
Max n/a n/a n/a
Michael Learning Teacher notes Do not ask him to read aloud
disability in with annotated to peers. Advance organizers,
reading text, audio or guided reading, regular
digital versions of | check-ins during reading
textbooks tasks to check for and support
comprehension.
Muhammad | n/a n/a n/a
Omar n/a n/a n/a
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S POte'?t'al Materials UDL Solution
Name Barriers

Quinn Needs extra Online classwork | Offer ways to submit work
time on and homework after class (online), arrange
assignments and | submission options | a space and time for
exams assessments, administer tests

page by page as he is ready.

Renee n/a n/a n/a

Saisha Learning Teacher notes Do not ask her to read aloud
disability in with annotated to peers. Advance organizers,
reading text, audio or guided reading, regular

digital versions of | check-ins during reading
textbooks tasks to check for and support
comprehension.

Suri Autism, Filters on the Partner with a peer who she
verbal but lights in the room, | works well with, allow her to
overstimulated | create specific work in a corner or another
easily by noise | procedures for space depending on noise,
and light communicative allow her to wear district-

activities provided noise-cancelling
headphones, create a cool
down location.

Ms. Hashem begins incorporating UDL principles into her lesson plans by
considering the learning needs of her students. Having created a chart, she
recognizes that she has students with a variety of individual needs, some that require
accommodations and some that do not. The chart helps Ms. Hashem to keep track
of her students’ learning needs, and she uses it as she begins to design her unit plan.
As she plans, Ms. Hashem uses the UDL guidelines to help her plan lessons using
multiple means of instruction and designs a unit that allows for multiple means of
engagement, representation, and action and expression for everyone.

Ms. Hashem finds that by designing supports that benefit specific students, she has
created supports that benefit many of the other students in the class. As a result of
planning to remove barriers to learning from the very beginning, Ms. Hashem has
designed a classroom where instructions are clearly communicated verbally and
in writing, activities are short to meet students” developmental stage and hands-
on to keep students engaged. Students are provided substantial support for success
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throughout each lesson by using models, manipulatives, organizers, and many
different types of scaffolds. In this classroom, students have options for how they
learn and how they demonstrate learning designed in a variety of ways to meet their
needs.

By delivering instruction using multiple means and by expanding learning options
available to her students, Ms. Hashem notices that most of the students are more
engaged in the unit on ancient Egypt than was the case when she did not use the
UDL approach to planning. She believes that this increased engagement has resulted
in the students learning at higher levels and being more communicatively and
culturally equipped to communicate appropriately in Arabic.

Source: Adapted from UDL In Practice (Iris Center 2020)

For further data, information, and resources on California’s students with disabilities,
visit the websites of the California Department of Education, the US Department
of Education, and the Iris Center.

Deaf and Hard of Hearing Students

In California, there are approximately 17,000 students, ages birth to 22, who are
Deaf or Hard of Hearing (DHH). This includes about 3,000 students who have
disabilities, such as intellectual disability, learning disability, or emotional disability,
in addition to being Deaf or Hard of Hearing (CDE 2020b).

The majority of DHH students have the full capacity to think, reason, and express their
intellect. Providing access to the full curriculum as well as equity in learning opportunities
for students who are DHH requires specific attention to meet their linguistic needs.

Being DHH does not cause language delay; it is language deprivation, brought about by a
child’s inability to access language, that causes language delay. Studies over decades have
shown that early access to language is vital to language acquisition (Johnson, Liddell, and
Erting 1989; Grosjean 2008). Students who are deaf or hard of hearing gather information
visually. When DHH children do not have access to visual language, they enter school
deprived of language and are affected academically and cognitively. According to the
CDE, “most Deaf and Hard of Hearing (DHH) children struggle academically, partly
because they often have delayed language development, which may result in academic
challenges. ... Language and cognition are closely related; thus, language deprivation may
lead to both language and cognitive delays” (2020b). Early intervention, including access
to visual language, improves educational outcomes for these students.

Students who are deaf or hard of hearing, whose primary language is ASL, learn English
as their second language. They are similar, in this regard, to English learners (see figure
2.13). However, some of these students first come to school without any language at all.
It is important to note that deaf students also learn English in distinctly different ways
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from their hearing counterparts. For example, these students cannot rely on letter-sounds
to learn to write in English or another language. Because DHH students rely on visual
input, they need to have full visual access in the classroom. Ensuring that DHH students
are seated in a manner with full visual access to the environment is crucial. The use of
assistive and adaptive technologies, such as interactive whiteboards, chat rooms, strobe
lights, digital pen technology, and closed captioning on all movies and videos, can help
DHH students access the world languages curriculum and achieve the goals of the WL
Standards.

DHH community members, which include both students and their parents, often

face linguistic and cultural barriers within the school community. Hearing loss often
creates a barrier to the social-emotional development of DHH students due to missing
opportunities to develop age-appropriate social skills in a manner similar to their hearing
peers (Szymanski et al. 2013). Due, in part, to this, DHH students may feel uncomfortable
in the classroom and may isolate themselves or be isolated if they cannot participate in
verbal conversations with peers. World languages teachers create a welcoming learning
environment for DHH students including teaching all students about Deaf culture and
providing individual supports that benefit DHH students.

Figure 2.16 lists some of the key challenges DHH students face in acquiring world
languages, as well as actions to take to leverage the assets and meet the needs of these
students.
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FIGURE 2.16: Deaf and Hard of Hearing Students—Challenges, Practices, and
Implementation of Support

Delayed Language Development

Potential Teaching

Challenges

Practices That Recognize
Students’ Assets

Classroom Implementation

Deaf and Hard of
Hearing (DHH)
students may have
delayed language
development.

Emphasize early language
learning. Provide frequent
access to visual language
in early childhood
programs.

Classroom: Use visual aids to
provide access to information
presented in class. Plan reading,
writing, viewing, and signing
activities that develop literacy by
focusing on vocabulary, including
academic language and a variety
of text types. Present visual
vocabulary prior to a lesson with
new language content. Teach
fingerspelling to help link visual
to written language. If using an
interpreter, be sure the interpreter
is near the reading so the student
can connect visual and signed
language.

Beyond the Classroom: Foster
vocabulary development at home
by providing reading resources,
including links to technology for
students beginning to read.
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Gathering Information

Potential Teaching

Practices That Recognize

Students’ Assets

Classroom Implementation

Challenges

While DHH students
learn English as a
second (or third)
language, the way
they learn language
is different from the
way their hearing
peers learn language.
Because DHH students
cannot use sounds

to learn, they learn
language visually.

Show content visually.
Design seating with

full visual access in
mind. Support gathering
information with use

of technology and
paraprofessionals.

Classroom: Teach content through
videos (with closed captioning),
images, realia, total physical
response (TPR), and other forms
that model language visually.
Arrange seating so DHH students
have full visual access with

light behind them (because it is
hard to see into light). Write key
words, phrases, and assignments
on the board. Use assistive
technologies, such as interactive
whiteboards, chat rooms, strobe
lights, and digital pen technology,
to help DHH students access
and participate in WL. Use an
overhead LCD projector rather
than a chalkboard or whiteboard
so students see your face/mouth
and not your back as you speak.
Teach students to raise hands
and be identified before speaking
or responding in class so DHH
students know who is speaking.

Beyond the Classroom: Foster
vocabulary development and
reading fluency by offering
resources for outside reading and
language practice.
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Social Concerns

Potential Teaching
Challenges

Practices That Recognize
Students’ Assets

Classroom Implementation

DHH students may
feel uncomfortable

in the classroom and
may isolate themselves
or be isolated when
they do not have DHH
peers. Community
members, which
include students and
their parents, may face
communication and
cultural barriers within
the school community.

Create a caring and
engaging learning
environment. Plan for
positive interaction
among peers. Allow full
visual access to the world
language classroom

while also being mindful
of social interactions.
Ensure communicative
support for DHH students.
Welcome students and
family members within the
school community.

Classroom: Create a caring and
engaging learning environment by
planning for collaborative work
with communicative support for
DHH students. This may include
the use of interpreters and/or
assistive technology. Teach all
students about Deaf culture and
appropriate interactions and
responses among peers. Arrange
seating so DHH students have full
visual access in order to feel less
isolated. Create lessons that allow
visual interaction (with body or
holding up images/models). Ensure
DHH students are grouped with
supportive peers.

Beyond the Classroom: Invite
students to participate in clubs and
organizations at school; ensure
their inclusion with hearing peers
by providing interpreters if needed.
Welcome families by ensuring
interpreters are available at events
if needed. Provide parents and
families with access to ASL classes.
Connect with school professionals
who can refer students and
families to community services.

Snapshot 2.6 provides an example of how to support DHH students in an AP French
classroom. Ms. Champness is teaching AP French to students within the Advanced range
of proficiency. As the only French teacher on campus, Ms. Champness knows all the AP
French students well, including her DHH student. Over time, Ms. Champness has created
a welcoming learning environment for all of her students by establishing norms that
support each and every student to fully participate in class. To further support her DHH
student during this lesson, she arranges classroom seating to maximize visibility for her
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student and the interpreter. She also ensures the interpreter receives copies of all handouts
to more effectively support the student. During the discussion, Ms. Champness reminds
students to take turns and to slow down for the interpreter, as necessary.

Snapshot 2.6: Supporting DHH Students in High School

Ms. Champness teaches all levels of high school French ranging from
French 1 to French 4 AP Language and French 5 AP Literature. Most
of her students are nonnative speakers of French. Some of them are
multilingual, speaking a variety of other languages besides French and
English. One of Ms. Champness’s students in French 4 AP is deaf and receives the
services of an interpreter. As the only French teacher on her campus, Ms. Champness
teaches all levels, thus has had the student over the past three years and is aware of
the supports that benefit this student as he learns French.

Ms. Champness considers how she can arrange the classroom and plan instruction
to meet the needs of all of her students. She takes great care in creating an inclusive
learning environment for her student who is deaf. She creates a seating arrangement
for maximum visibility and ensures the lighting in the room does not obstruct this
student’s view. She meets regularly with the student’s interpreter to plan support for
daily instruction and French Honor Society activities. She removes barriers to her
deaf student’s learning as she plans her units and lessons.

As part of a unit on liberty, Ms. Champness is teaching a lesson that includes a
discussion of Alexandre Dumas’s Le Comte de Monte-Cristo (The Count of Monte
Cristo). Prior to this lesson, students have read excerpts of the novel and completed

a variety of interpretive and interpersonal tasks in preparation for this discussion.
Before students arrive, Ms. Champness arranges the student’s desks in a U shape. She
does this so her student who is deaf and her interpreter will have an unobstructed
view of the classmates and teacher. As they enter the room, Ms. Champness greets
them and provides a copy of the questions and sentence frames that will be used
during the discussion.

Once the class begins, Ms. Champness welcomes everyone. She reminds them

of the discussion they will have for today’s lesson. She points out the learning
objective written on the board and the series of activities written beneath it. With this
information, students can clearly identify the learning goal and are aware of what

to anticipate during the lesson. Ms. Champness then projects the instructions for

the discussion. She reminds students not to speak out of turn so that all members of
the classroom can fully participate in the discussion. Once she ensures all students
understand the instructions, Ms. Champness projects questions and discussion
starters on the board as well as sentence frames to support students as they have this
discussion in French (WL.CM2.A, WL.CM5-6.A, WL.CM7.A, WL.CL1-4.A, WL.CN1-
2.A).
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Once the students get started, Ms. Champness takes her seat among the class. As
students discuss the excerpts of the book as they relate to liberty, Ms. Champness
listens and prompts them only as necessary (to move the conversation forward or to
encourage more clarity in a response). Occasionally, she must intervene to remind
students to speak one at a time for the interpreter.

Prior to the end of class, Ms. Champness ends the discussion. She thanks the
students for being so engaged in the discussion and tells them they did a very good
job communicating their opinions, ideas, and perspectives in French. She shares a
link for students to complete a digital self-assessment of their participation in the
discussion, as homework. Ms. Champness mentions to students they will begin
planning a presentation about their perspectives and will have multiple options for
how they will create and deliver their presentation.

World Languages Standards

WL.CM2.A (Interpersonal Communication within the Advanced range), WL.CM5—
6.A (Receptive and Productive Structures in Service of Communication within the
Advanced range), WL.CM7.A (Language Comparisons in Service of Communication
within the Advanced range), WL.CL1.A (Culturally Appropriate Interaction within
the Advanced range), WL.CL2.A (Cultural Products, Practices, and Perspectives
within the Advanced range), WL.CL3.A (Cultural Comparisons within the Advanced
range), WL.CL4.A (Intercultural Influences within the Advanced range), WL.CN1.A
(Connections to Other Disciplines within the Advanced range), WL.CN2.A (Diverse
Perspectives and Distinctive Viewpoints within the Advanced range)

For data, information, and resources on California’s Deaf and Hard of Hearing
students, visit the websites of the California Department of Education and the US
Department of Education.

Advanced Learners

Advanced learners demonstrate high levels of academic performance or potential. At
times, advanced learners are not identified due to other circumstances. For example,

a young English learner may not be readily identified as an advanced learner due to
language barriers. Advanced students are generally able to learn content at an accelerated
rate. Without differentiating the curriculum, they may become disengaged. Using the UDL
approach to planning benefits advanced leaners through removing barriers to learning and
creating units and lessons with their skills and interests in mind. A deeper discussion of
UDL can be found earlier in this chapter.

Advanced learners benefit from extension and enrichment, with a focus on depth and
complexity of content, in order to fully develop their potential. These students benefit from
additional opportunities to participate in inquiry- and project-based learning as well as
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collaborative work with like peers or independent activities to allow them to work at their
own pace. It is important to ensure pacing is not too slow, as they may quickly become
disengaged (Rogers 2007). Advanced learners within secondary grades benefit from the
differentiation noted above, as well as from participation in Advanced Placement (AP)
and International Baccalaureate (IB) programs. These programs, available in many WL
pathways, maintain the engagement of advanced learners and motivate them to achieve
the goals of the WL Standards.

Opportunities abound in world languages classrooms for extension and enrichment
activities to further deepen the content knowledge, communicative skills, and cultural
competence of advanced learners. Teachers are encouraged to plan opportunities for
advanced learners to complete activities that allow them to think more deeply about the
content. Teachers are also encouraged to differentiate curriculum through added task
complexity for these students.

Figure 2.17 lists some of the key challenges faced by advanced learners in world
languages, as well as actions to leverage the assets and meet the needs of these students.

FIGURE 2.17: Advanced Learners—Challenges, Practices,
and Implementation of Support

Pacing
Potential Teaching Practices That Recognize Classroom Implementation
Challenges Students’ Assets P
If lessons are not Provide accelerated Classroom: Create daily challenges
moving quickly learning to access a wider | in students” areas of talent by
enough, advanced breadth of the world offering choices for learning. Plan
learners may become | languages curriculum. stations that allow for inquiry-

bored and disengaged | Plan additional activities | based learning. Use flexible
more easily than their | in the areas of talent and | grouping and allow advanced

peers. This sometimes | interest for advanced students to socialize (in the target
results in a lack of learners, as they work language) to foster creative and
engagement, engaging | rapidly. Provide students | critical thinking skills and use the
in behavior considered | choice in activities to target language to research and
inappropriate for a allow for advanced solve problems.

school setting, and/or | learners to more deeply

boredom. explore linguistic and

cultural content.
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Extension Activities

Potential Teaching Practices That Recognize Classroom Implementation
Challenges Students’ Assets P

Advanced learners Plan alternative activities | Classroom: Plan activities that
often complete tasks | for advanced learners to | allow advanced learners to dig
before their peers, extend learning of content. | deeper and to explore more
leading to a decrease | Create opportunities complex language and culture.
in engagement, for advanced learners This includes allowing them to
boredom, or to think more deeply as create an alternate ending for a
behavior considered they explore linguistic story or investigate underlying
inappropriate for a and cultural content. cultural perspectives based
school setting. Organize a variety of on products and practices

opportunities for inquiry- | studied. Plan stations that allow
based, collaborative, and | for independent learning or
independent learning. collaborative learning with
students with similar skills and
interests. Create areas of the
classroom where advanced
learners can select alternative
target-language activities (reading,
brain games, Mad Libs word
games) when they finish other
work early.

Beyond the Classroom: Provide
advanced learners with access

to extended reading of authentic
materials, share music and
websites to foster investigation into
the target language and culture(s).
Provide opportunities to interact
with people in the target culture
through the internet in a discussion
forum or making an inquiry
through live chat in customer
support.
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The design and implementation of this content-driven
language lesson provide a model of the varied pacing and
extension activities—using authentic target-language
materials—that benefit advanced learners in any world
language classroom.,

Snapshot 2.7 provides an example of varied pacing and extension activities for advanced
learners in a grade six language class. This type of a lesson could be comparable to a lesson
taught in a dual language immersion class within the same grade level or an Advanced
Placement course in a 9-12 world languages pathway, like the Advanced Placement French
course described in snapshot 2.4. In the snapshot, Ms. Bee is teaching a grade six English
lesson. Although the lesson itself is taught in English and uses English language resources,
the design and implementation of this content-driven language lesson provide a model of
the varied pacing and extension activities—using authentic target-language materials—
that benefit advanced learners in any world language classroom. The WL Standards are
highlighted in the lesson to demonstrate the standards-based nature of this lesson snapshot,
if it had been designed and implemented in a language other than English.

Snapshot 2.7: Engaging Advanced Learners in Grade Six

Ms. Bee’s grade six class has been reading The Giver by Lois Lowry.
Students are writing essays and creating group presentations based

on the Ceremony of Twelve from the novel (WL.CM3.A). The
advanced learners in Ms. Bee’s class research other rite of passage
ceremonies from around the world and incorporate elements of their research

into their presentation (if completed using authentic text and age-appropriate
target-language instruction: WL.CM1.A, WL.CM3.A, WL.CM5-6.A, WL.CM7 A,
WL.CL1-4.A, WL.CN1-2.A). Using the depth and complexity concept of rules
(Sandra Kaplan Depth and Complexity icons), the students justify their choice of rite
of passage elements from other cultures and explain their relevance to the themes

in The Giver WL.CM1.A, WL.CM2.A, WL.CM5-6.A, WL.CL1-4.A, WL.CN1-2.A).
The five advanced students in Ms. Bee’s class meet as a literature circle as part of
their independent work contract with Ms. Bee. The group reviews the rules of respect
(making sure everyone has the same understanding), participation (everyone actively
shares), time (stay on task), and preparation (completing the reading and having
questions and/or comments ready), contained within their independent work contract
(WL.CM2, WL.CM4.A, WL.CM5-6.A, WL.CL1.A). Each person in the group has a role
to fulfill before coming into the literature circle based on the required chapter reading.
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Facilitator: Facilitates the discussion, asks the questions and makes sure
everyone participates, keeps everyone on task, reviews the group rules,
notes any unanswered questions, is the only person from the group allowed
to approach the teacher for clarification, and closes the discussion. This
member also identifies any details of the characters, setting, plot, conflict, or
events to discuss.

Illustrator: Identifies the “big picture” that the author is trying to create. The
illustrator also identifies specific quotes and creates an image based on the
quote for the group, identifies other familiar images based on characters,
setting, or conflict, and assists other group members with comprehension
through quick sketches, photos, or clip art.

Connector: Looks for real-world connections in the story to other stories,
characters, historical events, or personal experiences. Identifies what is
realistic in the story or what possible historical people or events may have
influenced the author.

Character Sleuth: Keeps track of one main character in the story. Identifies
their strengths, weaknesses, thoughts, feelings, motives, etc. Identifies how
the character changes over time and what events in the story force this
change to happen.

Linguist: Identifies figurative language in context and defines the literal
meaning for theme, characters, and setting, and identifies how the figurative
language enhances the telling of the story. Identifies any unknown words
and definitions. ldentifies specific quotes and explains why the author used
literary devices.

Today, the Facilitator begins the group’s discussion about the Ceremony of Twelve.
The Illustrator and the Connector have joined forces to work cooperatively to ensure
the rest of the group understands the rites of passage in other cultures, both past and
present. The Character Sleuth proposes a theory regarding the main character and
the Ceremony of Twelve. The Character Sleuth prepares for the group meeting by
placing sticky notes next to sections of the text that support their theory. The Linguist
identifies specific figurative language that can be used in the group’s presentation.
The group decides to do the following:

Categorize (basic thinking skill) using rules to organize things that share
characteristics

Note Patterns (differentiate content, depth) identifying recurring elements or
repeated factors

Use Media (research skills, resources) searching contemporary and
historical archives online
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= Make a Photo Essay (product) printing and displaying a collection of
pictures on a poster with a drawing of the Ceremony of Twelve in the center

= Conduct a Panel Discussion (product) organizing an oral presentation to
debate dilemmas or controversies involved with these rites of passage
(ethics)

The students work together to prepare their presentation.
World Languages Standards:

WL.CM1.A (Interpretive Communication within the Advanced range), WL.CM2.A
(Interpersonal Communication within the Advanced range), WL.CM3.A
(Presentational Communication within the Advanced range), WL.CM4.A (Settings

for Communication within the Advanced range), WL.CM5.A (Receptive Structures

in Service of Communication within the Advanced range), WL.CM6.A (Productive
Structures in Service of Communication within the Advanced range), WL.CL1.A
(Culturally Appropriate Interaction within the Advanced range), WL.CL2.A (Cultural
Products, Practices, and Perspectives within the Advanced range), WL.CL3.A (Cultural
Comparisons within the Advanced range), WL.CL4.A (Intercultural Influences within
the Advanced range), WL.CN1.A (Connections to Other Disciplines within the
Advanced range), WL.CN2.A (Distinctive Viewpoints and Diverse Perspectives within
the Advanced range)

Source: English Language Arts/English Language Development Framework for California
Public Schools (CDE 2015)

For data, information, and resources on California’s advanced learners, visit the
websites of the California Department of Education, the US Department of
Education, and the National Association for Gifted Children.

Students with Low Academic Skills

As with all other student groups discussed above, students with low academic skills bring
a wide range of assets to world languages and present varied and individual needs. Just as
for all other students, teachers need to diligently work to ascertain the needs of students
with low academic skills and plan to address them in world languages.

Students with low academic skills come to world language classrooms with a variety

of barriers to their academic success. They may be underperforming on assessments

due to many factors. They may have yet to develop foundational literacy skills and oral
language in their first language, which include knowledge of print concepts, phonological
awareness, phonics and word recognition, and reading fluency (CDE 2015). These are
skills that transfer from one language to another, yet for students with low academic skills
these skills may not be strong enough to support second language learning at a level
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comparable to their peers’. These students may also have content knowledge or skill gaps
in specific subject areas that affect the connections they are able to make to information,
which then impedes their ability to communicate knowledge using the target language.
Of primary interest to world languages educators is the specific additional supports that
benefit students with low academic skills related to listening, viewing, speaking, signing,
reading, and writing. Without this additional support, students may become frustrated,
thus opening the door to boredom, disengagement, and behavior problems.

Students with low academic skills benefit immensely from a world language classroom
that uses the UDL framework for instructional design. Curriculum aligned to UDL
anticipates student learning needs and gives all students equal opportunities to learn.
Planning differentiated tasks and accommodations from the outset of curricular design
creates a supportive learning environment for struggling readers and writers as well as
for other students who experience less academic success than their peers do. Using UDL
principles, teachers make accommodations for all students from the outset of planning
and ensure the classroom is flexible in arrangement, assignment, and assessment options.
See the discussion earlier in this chapter for more information on Universal Design for
Learning.

Language instruction requires intentionally planned scaffolds to support students’
language development and guide them to higher ranges of communicative proficiency
and cultural competence. For this reason, world languages teachers who implement
standards-based lessons and research-based practices provide scaffolds for student success
within each mode of communication, thus supporting students as they strengthen their
listening, viewing, speaking, signing, reading, and writing skills. Teachers use what they
know about their students with low academic skills to provide accommodations that
support them as they fill knowledge and skill gaps through varied connections to other
subjects in the target language. Students with low academic skills benefit from enrollment
in world languages due to the communicative skills and cultural competencies (Productive
Structures in Service of Communication within the advanced range) they develop as they
deepen content knowledge.

Figure 2.18 lists some of the key challenges that students who are still developing
academic skills might face in the world languages classroom, as well as actions teachers
can take to leverage the assets and meet the needs of these students.
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FIGURE 2.18: Addressing Gaps in Knowledge and Foundational Literacy Skills

Foundational Literacy Skills

Potential Teaching
Challenges

Practices That Recognize
Students’ Assets

Classroom Implementation

Students still
developing academic
skills may not yet have
sufficiently developed
knowledge of print
concepts, phonological
awareness, phonics
and word recognition,
and reading fluency in
their first language.

Provide language practice
to strengthen language
skills that transfer from L1
to L2. Create scaffolds for
students as they learn new
or challenging content.

Classroom: Plan target-language
units that interest and engage
students. Present visual vocabulary
prior to a lesson with new
language content, using SDAIE
strategies, pictographs, and anchor
charts. Use advance organizers

for prereading, previewing,

and prelistening support;

graphic organizers support
students’ language and literacy
development within each mode

of communication. Provide direct,
explicit, systematic instruction in
phonological awareness, phonics,
word recognition, and fluency.
Plan instruction and systematic
practice that focuses on academic
language and fluency using a
variety of text types. Plan a variety
of guided reading activities
including multiple readings of the
same text with a different purpose
each time. Bridge language
understanding by guiding students
to compare linguistic features of L1
and L2.

Beyond the Classroom: Connect
with tutoring assistance. Share
resources for support and practice
at home. This could include

age- and proficiency-appropriate
readings and dictionaries, as

well as electronic resources for
additional literacy practice.
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Knowledge and/or Skill Gaps

Potential Teaching

Practices That Recognize
Students’ Assets

Classroom Implementation

Challenges

Gaps in students’
content knowledge

or academic skills

may impact their
performance in specific
subject areas. These
gaps may affect the
connections they are
able to make to new
content knowledge, or
they may hinder their
ability to communicate
understandings using
the target language.

Assess prior knowledge

of content before lessons.
Build background
knowledge to support
students as they learn new
concepts and relate them
to others. Provide scaffolds
for student learning to
organize content in the
target language.

Classroom: Know what

students know by using entry
level assessments to test prior
knowledge before a new lesson
or unit. Use organizers, like KWL
(Know, Want, Learned) charts,
to guide students to connect

new concepts to background
knowledge. Teach using visuals
like images, models, and target-
language infographics to support
vocabulary development related
to subject areas. Provide other
scaffolds, such as timelines or
diagrams, to reinforce knowledge
and skills or help students learn
new information and skills

from other subjects in the target
language.

Beyond the Classroom: Secondary
WL teachers partner with other
teachers to learn how to connect
to subject area content in order to
support learning across subjects.
Connect students with tutoring
assistance in specific subject
areas. Share resources for support
and practice at home. This could
include age- and proficiency-
appropriate readings, dictionaries,
and thesauruses, as well as
electronic resources for additional
subject area practice. Secondary
WL teachers partner with other
teachers to support learning across
subjects.
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Snapshot 2.8 provides an example of a high school world languages teacher supporting a
student with low academic skills in her classroom and beyond.

Snapshot 2.8: Supporting Novice Students with Low Academic Skills
in a High School World Languages Classroom

Ms. Wickenden teaches Spanish in a large and diverse high school.
She consistently has students in her Spanish classes that have yet to
develop basic language skills. She has also noticed that, for a variety
of reasons, some students have gaps in their content knowledge. She regularly seeks
out training to improve her own instructional skills related to providing support to the
students she serves. Ms. Wickenden recently completed a staff development session
on Tier 1 supports in the MTSS pyramid, reminding her that she is the first line of
support for struggling students.

Throughout the training, Ms. Wickenden could not help but think of one student,
Troy. Troy is a sophomore enrolled in one of her Spanish 1 classes. She has noticed
that Troy typically requires extra help making basic phonological comparisons
between English and Spanish and that he often has gaps in content knowledge across
disciplines. Troy pays attention, works hard in class, and does his homework, but he
often does poorly on tests.

As she continues to learn about the knowledge and skills of her students, Ms.
Wickenden offers Troy tutoring before the next test, and mentions that she can

also help him relearn the previous material from an earlier test if he is interested.
Troy comes to tutorial and she combines extra help with encouragement for him

as a learner, assuring him that all students can learn a second language. She gently
questions him and learns about him as a student and young man. She takes time

to listen and find out about his home life, his friends, his other classes, and his
extracurricular activities. Ms. Wickenden finds out that Troy is living in a hotel with
his mom, who is a nurse at the Veterans Hospital and routinely gets transferred
around the country to different locations. He has been in three different high schools
already. He is on the basketball team, has some friends, and is especially close to a
boy who happens to be in the same class.

Ms. Wickenden decides to move Troy closer to the front of the classroom so she

can give subtle support for each lesson element. This move places Troy next to his
friend, allowing that student to offer additional support to Troy as well. Based on
information she collected at the beginning of the year, she knows that Troy likes

rap music, so she includes a culturally authentic target-language hip hop song in

the authentic materials used for her next lesson to elucidate a grammar point. Troy
perks up when he hears the song playing as he enters the classroom. Ms. Wickenden
begins the lesson with a prereading activity (advance organizer) used to guide
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students to connect the theme of the song to their own experiences. The teacher then
distributes the song lyrics and asks students to complete a series of close reading
activities focusing on word recognition, print concepts, and phonological awareness.
Once students have done this, Ms. Wickenden then invites students to co-construct
rules and patterns from what they learned. Reminding students to use the close
reading activities as an organizer, she then facilitates a quick discussion comparing
similarities and differences among very familiar English and Spanish words related
to the grammar point. She includes examples the students wrote during the close
reading activities (WL.CM1.N, WL.CM2.N, WL.CM4.N, WL.CM5-6.N, WL.CM7.N,
WL.CL2.N, WL.CN1.N).

In addition to including relevant and engaging resources for learning, Ms. Wickenden
quietly checks in with Troy throughout every lesson to verify that he has understood
the content and the directions for activities. She calls on him in class and supports
him in answering successfully, so that he knows she cares about him as a learner.
Throughout the school year, Ms. Wickenden continues to support Troy with in-class
accommodations that she knows will help him succeed, such as directly teaching
him to use his textbook and class notes as study tools, helping him to anticipate the
types of test questions and contexts that will be asked of him, and by ensuring that
he is aware of her care for him as a young man, not just as a student of Spanish.
During the unit on health and medicine, she teaches the class about the numbers of
Spanish-speaking people in the armed forces, finds ways to access Troy’s knowledge
of veterans’ health services, and invites Troy’s mom in as a guest speaker.

She knows that Troy does not have an IEP, so there is not a case manager to confer
with. Troy also does not have a 504, but his counselor is a resource who can be
tapped for help. Troy does better on the next test, but Ms. Wickenden can tell he will
still need support throughout the year in order to pass. She wonders how he is doing
in his other classes, so she starts an email chain to Troy’s counselor and his other
teachers, giving a quick overview of Troy in her class and asking for input from her
colleagues, who reply that Troy is failing most of his classes.

Ms. Wickenden gleans that Troy has a strong relationship with his basketball coach,
who responds glowingly to the email chain. She also privately tells Troy’s counselor
about him living in a hotel. Troy’s counselor, who was unaware of Troy’s situation,

is able to access free tutoring resources for Troy due to his living circumstances.

The counselor also calls Troy’s mother to set up a student support team meeting.

Ms. Wickenden and the basketball coach attend the meeting, and it becomes clear
that Troy really wants to do well in school and has not been able to figure out how
to “do” his classes at this new school. A plan is put in place to coordinate school,
tutoring from his teachers, homework, and basketball. Troy and his mother seem very
grateful for all of this support.
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At the end of the year Troy, who has passed all but one of his classes, moves away
when his mom is transferred yet again. However, Troy sends Ms. Wickenden an email
to report that he is successful at his new high school and is considering applying for
a study abroad scholarship, and asks if she would be willing to write him a letter of
recommendation for college, since she has meant so much to him.

World Languages Standards:

WL.CM1.N (Interpretive Communication within the Novice range), WL.CM2.N
(Interpersonal Communication within the Novice range), WL.CM4.N (Settings
for Communication within the Novice range), WL.CM5.N (Receptive Structures
in Service of Communication within the Novice range), WL.CM6.N (Productive
Structures in Service of Communication within the Novice range), WL.CM7.N
(Language Comparisons within the Novice range), WL.CL2.N (Cultural Products,
Practices, and Perspectives within the Novice range), WL.CN1.N (Connections to
Other Disciplines within the Novice range)

For more information on supporting students with low academic skills, visit the
websites of the California Department of Education, the US Department of
Education, the Center for Applied Special Technology (CAST), and Understood
For All.

As explained in the beginning of this section on supporting specific student groups,

the supports that benefit the students listed above are many. However, the assets and
strengths they bring to the classroom add to the diversity of experiences and perspectives
that language teachers capitalize upon to create a learning environment where students
develop language proficiency and global competence.

With the launch of programs linked to the CA Ed.G.E. Initiative and Global California
2030, California students will have increased and varied opportunities to develop
linguistic proficiency and global competence in the decade to come. When language
teachers use practices that benefit the students they serve and intentionally plan
differentiation to support their academic success, all students can achieve the goals of the
WL Standards.

Conclusion

California educators have the power, opportunity, and responsibility to identify and meet
students” individual needs. By ensuring a Multi-Tiered System of Support is part of the
approach used to plan lessons that support learning for all, with Universal Design for
Learning and Tier 1 supports as a foundation, world languages pathways offer a learning
environment that is inclusive, offering access and equity to each and every student.
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The success of individual language learners in a world languages pathway is supported
through instructional design and practices that incorporate a variety of strategies to
support language and cultural development in all three modes of communication from
the lowest grade levels and proficiency ranges. Students with a range of individual skills
and competencies, including visible and nonvisible disabilities, can experience academic
success achieving the WL Standards.
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Text Accessible Descriptions of Graphics for Chapter 2
Figure 2.1: Multi-Tiered System of Support

This image shows an oval with two circles inside the oval shape. The circle on the left

is labeled Rtl squared, which stands for Response to Instruction and Intervention. The
circle on the right is labeled PBIS, which stands for Positive Behavioral Interventions and
Supports. Between these two circles is a heading that reads MTSS, which stands for Multi-
Tiered System of Support. Underneath this title is text that reads, “MTSS is a framework
that brings together both Rtl squared and PBIS and aligns their supports to help serve the
whole child.” Return to figure 2.1.

Figure 2.3: Multi-Tiered System of Support Continuum of Support

This figure shows an image of MTSS support in three rows. California MTSS is built on
the premise that universal support must be provided for all students (top row) while
recognizing that some students may need supplemental support at various times (middle
row) and a few students may require more intensified support some of the time (bottom
row) to be successful in the most inclusive and equitable learning environment of their
grade-level peers. Return to figure 2.3.

Figure 2.4: Local Control and Accountability Plan and Multi-Tiered System of Support
Alignment

The heading shows that this figure is titled LCAP and MTSS Alignment. There are two
rows in a table. The first row pertains to the LCAP, which is described as “Local Control
Accountability Plan—The LCAP is a critical part of the new Local Control Funding
Formula (LFCC). Each school district must engage parents, educators, employees, and the
community to establish these plans.”

Next to this description are three columns. The first column is titled Conditions for
Learning. Under this first column for the LCAP, the text reads, “Students are provided with
safe and properly maintained schools. Teachers are fully credentialed to teach their subject
area and students are provided with a broad course of study that help them develop
critical thinking skills and prepare them to be civically engaged and college and career
ready.”

The second column is titled Engagement. Under this second column for the LCAP, the text
reads, “Students are provided with motivating programs, coursework, and opportunities
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where they feel respected, included socially and emotionally, and cared for both in and
out of the classroom. Families, schools and communities work closely together to build a
strong framework for student achievement.”

The third column is titled Pupil Outcomes. Under this third column for the LCAP, the text
reads, “Student achievement means improving outcomes for all students to ensure student
success.”

The second row in the figure pertains to MTSS, which is described as “Multi-Tiered

System of Support—An integrated, comprehensive framework that focuses on instruction,
differentiated learning, student-centered learning, individualized student needs, and the
alignment of systems necessary for all students” academic, behavioral, and social success.”

Similar to the layout for the first row, next to this description are three columns. The

first column is titled Conditions for Learning. Under this first column for MTSS, the text
reads, “All students regardless of age, race, zip code, language, physical challenge,
intellectual ability, capacity, or competency are provided with the most inclusive learning
environment.”

The second column is titled Engagement. Under this second column for MTSS, the text
reads, “Families and community members are partners where they have options for
meaningful involvement in students’” education and in the life of the school and the school
responds to family interests and involvement in a culturally responsive manner.”

The third column is titled Pupil Outcomes. Under this third column for MTSS, the

text reads, “All students are provided with a continuum of services that address their
academic, behavioral, social-emotional, health, and well-being needs.” Return to figure
2.4.

Figure 2.5: Local Control Funding Formula Priorities/Whole Child Resource Map

This whole child resource map provides Local Control Funding Formula (LCFF) priorities
and whole child resources and supports to help local educational agencies, schools, and
families serve the needs of the whole child. Each ray in the circle represents one LCFF
priority. These priorities are organized under three state goals. Goal one is conditions

of learning. The priorities within this goal include basic services, state standards, course
access, expelled youth, and foster youth. Goal two is engagement. The priorities within
this goal include parent involvement, student engagement, and school climate. Goal
three is student outcomes. The priorities within this goal include student achievement and
student outcomes.

The star in the middle of the circle represents the whole child (from “cradle to career”)
surrounded by those who want to ensure that all students are healthy, safe, engaged,
challenged, and supported. Return to figure 2.5.

Figure 2.8: California’s Poverty Rate by County 2014-2016

This image shows a map of California in which counties have a range of shading. The key
next to the map shows five different shades, ranging from light to dark, and indicates that
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the different shading represents each county’s poverty rate, according to the California
Poverty Measure (CPM).

The first, lightest shade represents a poverty rate less than 16 percent.

The second, slightly darker shade represents a poverty rate between 16 and 17 percent.
The third, slightly darker shade represents a poverty rate between 17.1 and 18.3 percent.
The fourth, slightly darker shade represents a poverty rate between 18.4 and 20.1 percent.
The fifth and darkest shade represents a poverty rate above 20.1 percent.

The lightest shades, representing a poverty rate of less than 16 percent, are concentrated
in the northwest and western portions of central California. These counties include Del
Norte, Siskiyou, Placer, El Dorado, Alpine, Amador, Calaveras, Tuolumne, Mariposa, San
Joaquin, Stanislaus, Mono, and Inyo. The darkest shades, with a poverty rate above 20.1
percent, are concentrated in Northern California (Mendocino, Butte, Lake, and Colusa
counties) and Southern California (Santa Barbara, Tulare, Los Angeles, Orange, and
Imperial counties). The remaining counties fall in the mid-range, between 16 and 20.1
percent poverty rate. Return to figure 2.8.

Figure 2.10: Distribution of Migrant Student Population by Region

This image shows a map of California in which circles of varying sizes indicate the
number of migrant students served by each of the California Migrant Education Program’s
20 regions. The larger the circle, the greater the number of migrant students served.

Next to the map is a table providing these numbers by region. The table shows the
following:

m  Region 1 serves 9,446 migrant students.
m  Region 2 serves 10,607 migrant students.
m  Region 3 serves 7,823 migrant students.
m  Region 4 serves 6,729 migrant students.
m  Region 5 serves 6,948 migrant students.
m  Region 6 serves 7,423 migrant students.
m  Region 7 serves 3,857 migrant students.
= Region 8 serves 6,844 migrant students.
m  Region 9 serves 6,338 migrant students.
m  Region 10 serves 6,363 migrant students.
m  Region 11 serves 2,956 migrant students.
m  Region 14 serves 1,204 migrant students.
m  Region 16 serves 12,291 migrant students.

m  Region 17 serves 2,964 migrant students.
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m  Region 18 serves 2,084 migrant students.
= Region 19 serves 667 migrant students.

m  Region 21 serves 2,901 migrant students.
m  Region 22 serves 3,403 migrant students.
m  Region 23 serves 2,517 migrant students.
m  Region 24 serves 1,315 migrant students.

The total number of students served during the 2014-15 school year was 104,680. Return
to figure 2.10.
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Chapter Overview

CHAPTER OBJECTIVES
By the end of this chapter, readers should be able to:

00 List world languages pathways in TK-12

O Discuss realistic language proficiency outcomes for specific world languages
pathways

[ Design world languages pathways, including starting a dual language immersion
program or moving one from elementary into secondary education

O Plan meaningful instruction to support heritage learners

Introduction

California serves over 6,000,000 students. Linguistically, these students represent over 70
spoken languages across the state (CDE 2018a). As in any subject area, world languages
instruction is designed in an age- and culturally appropriate manner to ensure students
develop linguistic, social, emotional, and cognitive skills.

While planning for student learning, teachers and curriculum designers consider and
utilize the prior experiences and background knowledge of each learner. This awareness
includes those students who bring the asset or value of a primary language other than
English to their classroom and language program. The teachers’ consideration for student
knowledge, background, and prior experience becomes evident in the curriculum and is
demonstrated by the support they provide for the ongoing linguistic, social, emotional,
and cognitive development of the students within the specific language learning
environment. One way in which California educators can prepare diverse students
attending K-12 public schools to enter the workforce is through the development of a
variety of pathways toward multiliteracy. California educators are committed to this work,
and this commitment is demonstrated by current educational goals and initiatives related
to developing multiliteracy throughout the state.

Propelled by the CA Ed.G.E. Initiative, the Global California 2030 initiative and the State
Seal of Biliteracy are two major state initiatives and programs aimed at developing and
promoting biliteracy. The mission of Global California 2030 is to equip students with
language skills in order to appreciate and engage with the rich and diverse communities
of the world and prepare them to succeed in the global economy (CDE 2018a). By

2030, this initiative envisions that half of California’s K-12 students will be enrolled in
programs that develop proficiency in two or more languages. By 2040, three out of four
California students will be proficient in two or more languages and earn the State Seal

of Biliteracy. As explained in the Global California 2030 report, this initiative is a call to
action to create and sustain a multiliterate California (CDE 2018a). With this initiative and
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the State Seal of Biliteracy—both the first in the nation—California is leading the way in
implementing K-12 world languages programs and recognizing high school students who
demonstrate proficiency in English and a second language. Since 2012, over 200,000
graduating high school students in California have earned the State Seal of Biliteracy
(CDE 2019b). This number is expected to grow as value and emphasis is placed on world
language learning throughout California and dual language programs expand each year.

This chapter explores pathways to multiliteracy in K-12 classrooms through discussion of
the various pathways created to develop the linguistic skills of California students and of
the communicative demands of the workforce. In addition to the guidance provided in
the English Learner Roadmap, introduced in chapter 2, Access and Equity for California’s
World Languages Students, and elaborated on in chapter 11, Professional Learning

and Support for World Languages Educators, this chapter includes a World Languages
Roadmap which offers ideas for the design of world languages pathways. This roadmap
may help guide districts as they plan well-articulated elementary and secondary language
programs. Educational leaders who plan and support world languages programs will

find information in this chapter related to developing and maintaining pathways to
multiliteracy, aligning and articulating curriculum, transitioning language programs, and
encouraging completion of pathways that continue from elementary grades through high
school. In an effort to emphasize supporting the linguistic needs of heritage language
learners enrolled in any of California’s world languages pathways, this chapter concludes
with a section devoted to teaching and supporting their achievement of the goals of the
WL Standards.

The information provided in this chapter serves as a tool for educators to develop
understanding of the various entry points into world languages study across the state, the
goals of different language program models, and realistic expectations for proficiency
outcomes across program models, languages, and grade levels.

Multilingual Programs in California

The overarching goals of the WL Standards aim to support students in becoming
multiliterate, globally competent graduates who possess the skills necessary to succeed

in college and in the workforce. To accomplish this within any world language program,
teachers design standards-based instruction that integrates practice in each mode of
communication. Teachers serve as facilitators of learning as they guide students through
thematic units where they investigate the world, recognize perspectives, communicate
ideas, and are inspired to take action within the target-language community. Instruction is
designed in such a manner that students develop the knowledge, skills, and expertise to
succeed beyond the classroom.

In California, many pathways to multiliteracy are possible—pathways that provide a
variety of linguistic and cultural experiences for students. As a result of the multiple entry
points and varied proficiency outcomes of these pathways, the WL Standards are designed
to be open and responsive to all language programs offered by school districts throughout
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the state at the elementary, middle, and high school grade levels. This section includes
an in-depth description and examples of programs and pathways that exist in California
schools and support multiliteracy as they relate to the WL Standards and K-12 language
teaching and learning.

Based on 2018-19 data from the CDE, more than 1,400 multilingual programs are
currently offered throughout California (CDE 2018b). Many of the multilingual programs
offered focus on developing both bilingualism, the ability to speak in more than one
language, and biliteracy, the ability to read, write, speak, listen, view, and sign in English
and at least one other language. The languages offered in multilingual programs include
American Sign Language (ASL), Arabic, Armenian, Cantonese, Filipino (Pilipino, Tagalog),
French, German, Hebrew, Hmong, Indonesian, Italian, Japanese, Korean, Mandarin,
Portuguese, Punjabi, Russian, Spanish, and Vietnamese, among others. The number of
specific world languages programs offered in California’s public schools grows annually.

Time as a Critical Element in World Languages Programs

Prior to exploring world language program pathways, models, and outcomes, it is
important to note the impact time on task (or time learning and practicing the target
language) has on language performance and the development of proficiency. The

WL Standards make it clear that progression from Novice to Superior takes place as
students develop proficiency within and beyond each range. As figure 3.1 illustrates, this
progression takes time. Understanding time as a critical element in language learning
helps all parties interested in ensuring students become multilingual maintain realistic
expectations for program outcomes. Without a full appreciation of time as a critical
factor, “language educators often face undue pressure and language learners may face
unreasonable expectations when unrealistic language outcomes are set for achievement
in short periods of instructional time” (ACTFL 2012a, 12). The amount of time it takes to
learn another language is linked to both the linguistic and cultural differences among the
languages and cultures students already know and the time it takes to develop proficiency
in the target languages and cultures being studied. Based on the differences between
English and other languages and cultures, the US Department of State Foreign Service
Institute (FSI) has established categories of languages that provide a realistic expectation of
the time it takes for a native adult speaker of English to learn a second language.

Each language within a given category requires a specific number of hours of instruction
and practice for the student to develop the linguistic and cultural proficiency to function
within a professional setting. The additional amount of time it takes to develop proficiency
from one language category to the next is significant. This is a key understanding that
students and educators alike must be aware of when planning, implementing, assessing,
or enrolling in world languages programs. These language categories are listed in figure
3.1. American Sign Language is not included in this figure because the FSI does not teach
it and, thus, has not established a category for it.
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FIGURE 3.1: Categories of Languages Based on the Time It Takes for Native Speakers of
English to Develop Proficiency in Target Languages and Cultures

Category I: Languages closely related to English (600-750 class hours)
Danish, Dutch, French, Italian, Norwegian, Portuguese, Romanian, Spanish, Swedish

Category II: Languages with linguistic and/or cultural differences from English
(900 class hours)

German, Haitian Creole, Indonesian, Malay, Swahili

Category Ill: Languages with significant linguistic and/or cultural differences from
English (1100 class hours)

Albanian, Amharic, Armenian, Azerbaijani, Bengali, Bulgarian, Burmese, Czech, Dari,
Estonian, Farsi, Finnish, Georgian, Greek, Hebrew, Hindi, *Hungarian, Icelandic,
Kazakh, Khmer, Kurdish, Kyrgyz, Lao, Latvian, Lithuanian, Macedonian, Mongolian,
Nepali, Polish, Russian, Serbo-Croatian, Sinhala, Slovak, Slovenian, Somali, Tagalog,
Tajiki, Tamil, Telugu, *Thai, Tibetan, Turkish, Turkmen, Ukrainian, Urdu, Uzbek,
*Vietnamese

Category IV: Languages with the most significant linguistic and/or cultural differences
from English (2200 class hours)
Arabic, Chinese - Cantonese, Chinese - Mandarin, *Japanese, Korean

*Languages preceded by asterisks take more time for native English speakers to learn
than other languages in the same category.

Source: US Department of State Foreign Service Institute, Foreign Language Training (FSI
2020)

The FSI language learning timelines above are based on “70 years of experience in
teaching languages to US diplomats, and illustrate the time usually required for a student
to reach ‘Professional Working Proficiency’ in the language ... These timelines are based
on what FSI has observed as the average length of time for [an adult] student to achieve
proficiency, though the actual time can vary based on a number of factors, including

the language learner’s natural ability, prior linguistic experience, and time spent in the
classroom” (FSI 2020).

As readers consider the world language program pathways, models, and outcomes that
follow, it is important that educators, students, and students’” parents remain cognizant that
the above outcomes are based on work with foreign diplomats who are native speakers of
English. In the California K-12 setting, language learners represent a drastically different
learner demographic than students of the FSI (age, motivation, linguistic and cultural
background), and may take more time to develop similar proficiency outcomes in the

128



CHAPTER 3

target language and culture. For more information on proficiency ranges, see chapter 9,
The Proficiency Ranges in the World Languages Standards.

TK-12 Language Pathways

One of the many advantageous characteristics of California public schools is that

world languages programs are offered in more than nineteen languages throughout the
elementary school level (CDE 2019b). Some programs begin as early as transitional
kindergarten (TK)—also known as pre-K—and continue through middle and high school.
As a result of carefully planned articulation that extends time for language learning across
multiple grade levels, these programs promote bilingualism, biliteracy, and cultural
competence. For more information on cultural (intercultural) competence, see chapter 9,
The Proficiency Ranges in the World Languages Standards, and chapter 7, Teaching the
Cultures Standards.

Pathways to multiliteracy that begin early and continue in long sequences throughout
TK-12 offer students the opportunity to develop high levels of proficiency in the target
language and culture prior to postsecondary study or joining the workforce (Howard et al.
2018). They also allow students to develop the levels of language proficiency and cultural
competence to be better prepared to earn the State Seal of Biliteracy. Figure 3.2 provides
a general range of proficiency outcomes for K-12 second language learners based on the
program model, the category of the target language, and the number of years of study.
Foreign Language Experience (FLEX) is not included in the figure because the goal of
this program model is language exposure and not the development of target-language
proficiency and cultural competence. The information included in figure 3.2 is based on
extensive analysis of world languages assessment data collected by the Ohio Department
of Education and is not intended to be a mandate. A description of program models and
anticipated proficiency expectations will follow this section. More information about
proficiency ranges and phases can be found in chapter 9 of this framework.
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FIGURE 3.2: K-12 Second Language Pathways and Proficiency Outcomes
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Text accessible version of figure 3.2

Source: World Languages and Cultures (Ohio Department of Education 2020)

As figure 3.2 shows, students enrolled in a world language pathway (see figure 3.3)

that is articulated in a sequential study over an extended period are able to achieve the
highest ranges of proficiency possible within that time frame. It is important to keep in
mind that different learners develop language proficiency at different rates as the result

of a variety of factors. For example, it is possible for a language learner to be within one
range of proficiency in one mode of communication and a different range of proficiency
in another. There will be students who fall below and students who surpass the proficiency
range outcomes outlined in figure 3.2.

A well-articulated world languages sequence from elementary school through post-
secondary programs is necessary so that students can reach the Advanced range of
proficiency and beyond. “Lack of articulation is a problem that has always plagued
language teaching and learning” (Rubio 2018, 101). Often language students complete

a sequence of language courses prior to high school and then find they have to start at a
beginning level in grade nine. The same applies to students who have completed multiple
years of language study in high school only to start in lower level language courses in
college. Articulation, or organizing the sequence of curriculum over time, allows for

130



CHAPTER 3

curriculum to be designed in a logical progression that provides continuity of content

and optimizes learning. Program articulation should be vertical (across grade levels)

and horizontal (within grade levels). TK-16 articulation can help to encourage ongoing
language and cultural study, minimize the occurrence of students repeating language
study they have already completed, and support the attainment of high ranges of language
proficiency for students in California.

A well-articulated sequence of language learning in California schools requires thoughtful
planning and intentional collaboration of all interested parties. These individuals include
teachers and administrators, among others, from each school site offering or planning

to offer a language pathway. School and district leaders ensure teachers and those

who support them work together across all grade levels—from the outset of program
planning—to create and implement programs and to assess their effectiveness. This
planning and collaboration also ensures that students completing elementary language
pathways have well-defined opportunities to continue their language and culture studies
throughout middle school, high school, and college or university level studies. According
to Rubio, “a well developed dual language immersion program can take students to the
ACTFL Intermediate [range] of proficiency before they exit elementary education; when
these are followed by secondary continuation programs that provide additional, albeit
less intensive, opportunities for continued growth in bilingualism, biculturalism, and
biliteracy, students can seamlessly transition to a range of options for advanced language
study at the postsecondary level” (2018, 101). It is essential to reiterate that planning

for these pathways begins early and includes collaboration from those implementing
novel alignment strategies across grade levels and school sites. For more information on
planning and transitioning dual language programs from elementary to secondary grades,
see the subsection “Transitioning from Elementary to Secondary Dual Language Pathways”
in this chapter.

The importance of clear articulation of language pathways grows as the state continues
to develop and promote a multiliterate California. Clear articulation allows teachers to
connect learning experiences to and across grade levels. As the authors of the book The
Keys to Planning for Learning explain, “an effective curriculum must bring all required
elements together to create an articulated scope and sequence that allows learners

to advance to the highest possible levels of proficiency given the type of program [...]
Enduring understandings offer a starting point for curriculum development” (Clementi
and Terrill 2017, 76). These understandings are the “big ideas” in world language learning
as they relate to their value beyond the classroom, overall world languages program
outcomes, WL Standards, grade-level content, and age- and range-appropriate skill
development. Enduring understandings provide a framework for curriculum planning as
broad as articulation across grade levels to creating grade-level benchmarks or designing
specific learning objectives for a given lesson.

Planning for how curriculum connects between and across grade levels and program
models will support the academic success of students by ensuring they have learned key
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content, developed high ranges of linguistic proficiency and cultural competence, and
acquired the knowledge and skills necessary for success in college and in the workforce.
See chapter 8, Teaching the Connections Standards, for more detailed information

on learning objectives and chapter 5, Implementing High-Quality World Languages
Instruction, for more information on curricular design in world languages.

Authentic materials, created by native speakers for native
speakers, are not translations of English curricular materials.
They are rich in language, culture, and content, and they
contain the target-culture forms as well as their products,
practices, and perspectives.

The development of cultural competence is a key element of achieving the WL Standards.
Communication Standard 1: Interpretive Communication (WL.CM1) and Connections
Standard 2: Diverse Perspectives and Distinctive Viewpoints (WL.CN2) cannot be
achieved without the use of authentic materials in the curriculum. As the WL Standards
state, “students must acquire the ability to interact appropriately with target culture
bearers to communicate successfully” (CDE 2019a, 7). Regardless of program model,
high-quality language pathways ensure the curriculum includes authentic materials (Olsen
2014). These materials, which are not translations of English curricular materials, reflect
the target-language forms as well as target-culture products, practices, and perspectives.
When integrated into the language program as part of the curriculum, authentic materials
provide for real-world language use within the context of the target cultures.

A statewide emphasis on developing a multilingual California—where at least half of

the state’s K-12 students will be enrolled in programs that develop proficiency in two or
more languages by 2030—benefits from clear pathways outlined in a World Languages
Roadmap, as shown in figure 3.3. This roadmap offers ideas for the design and articulation
of world languages pathways with multiple entry points, depending upon school district
goals for providing students with options to learn one or more world languages. For
example, leaders at one school district may decide that an elementary school Foreign
Language in the Elementary School (FLES) program aligns with their goals and plans for
FLES students to begin a grade 6/7-8 world language pathway in middle school. Another
school district may plan a program sequence that is articulated through grade twelve,
offering dual language immersion beginning in TK and culminating in high school with
the maintenance of the first and second languages and adding the study of a third. Yet
educators at another school district may decide the traditional grade 9-12 world language
pathway aligns with their goals. Of course, all pathways lead to college and career
readiness, and this roadmap encourages articulation from K-12 pathways to continued
college and university language studies.
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In addition to program design and articulation, this roadmap includes the broad goals
and incentives associated with various world languages pathways. Figure 3.3 provides an
overview of how the broad goals of a dual language immersion pathway, for example,
are different from those of a 6/7-8 or 9—12 world languages pathway. Every pathway
recognizes students’ accomplishments and encourages them to continue their language
studies by awarding certificates of biliteracy/multiliteracy in earlier years or the State Seal
of Biliteracy upon graduation from high school.

The intent of the California World Languages Roadmap is to guide district leaders to
imagine the possibilities they can provide for students through robust elementary and
secondary world languages pathways.
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FIGURE 3.3: California World Languages Roadmap
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Elementary Junior High/Middle Secondary Pathwavs Continued Pathways
Pathway School Pathways 9_)'1 9 Y in College and
TK/K-5/6 6/7-8 University Programs
TK-5/6 DLI 6/7-8 World 9-12 World University Pathway
(continued) Languages Pathway | Languages (continued)
(continued) CTE Pathway:

Development of L2
proficiency in context
of workplace (Health,
Hospitality, Social
Work pathways); Seal
of Biliteracy

Some individuals may be apprehensive about early language learning if they believe the
myth that students may not acquire subject-specific knowledge and skills (Beardsmore
2003; Genesee 2006). On the contrary, research shows that by the fifth grade, students
in dual language immersion programs outperform their peers in the target language and
English (Steele et al. 2017). Beginning language study at an early age allows California
students the opportunity to develop high levels of proficiency in a second language by
the time they enroll in high school world languages programs. The World Languages
Roadmap in figure 3.3 outlines a sequence of language pathways and goals from TK-16
for California. This roadmap can assist local educational agencies (LEAs) as they design,
implement, and assess world languages pathways across the state.

ELEMENTARY DUAL LANGUAGE PATHWAYS

As outlined in the WL Standards, elementary program models include dual language
immersion, developmental bilingual, one-way immersion, Foreign Language Experience
(FLEX), and Foreign Language in the Elementary School (FLES), all of which differ
substantially in the number of contact hours allocated to the curriculum. These program
models and their anticipated proficiency outcomes are presented below. Figure 3.4
provides an overview of dual language program models, including literacy, language, and
culture goals, target student populations, and the ratio of target-language use within each
program model.
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FIGURE 3.4: Dual Language Program Models, Goals, Populations Served, and Ratio of
Target Language Use

Program Model

Literacy, Language,
and Culture Goals

Target Student
Population

Target Language Use Ratio

Developmental

Academic, literacy,

Designed for

Elementary: May be the

and academic
knowledge in both
English and in a
target language and
culture.

speakers of the
target language
in kindergarten
through eighth
grade.

Bilingual and cultural English learners | majority of the school day.
development in in kindergarten Secondary: Generally, one
both a language through twelfth |15 two class periods in the
spoken at home grade. target language daily.
and in English.

One-Way Develop language | Designed for Majority of the school day

Immersion proficiency nonnative except ELA. May maintain

a target language use ratio
as high as 80:20 throughout
the elementary grades. Time
varies in grades six through
eight.

Dual Language
Immersion
(Two-Way
Immersion)
50:50

Promote the
development

of language
proficiency in both
English and in a
target language and
culture.

At the elementary
grade levels, both
programs take place
over the entire
school day.

Targets a mix of
English Learner
(EL) and English
Only (EO)
students; ideally
50% of each.

Elementary: 50% daily
instruction in English and
50% daily instruction in the
target language.

Secondary: Students
attending three to four
periods in the target
language daily is a best
practice. Students may begin
additional language study.
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Program Model

Literacy, Language,
and Culture Goals

Target Student
Population

Target Language Use Ratio

Dual Language
Immersion
(Two-Way
Immersion)
90:10

Promote the
development

of language
proficiency in both
English and in a
target language and
culture.

At the elementary
grade levels, both
programs take place
over the entire
school day.

Targets a mix of
English Learner
(EL) and English
Only (EO)
students; ideally
50% of each.

Elementary: 90% daily
instruction in the target
language and 10% daily
instruction in English in
kindergarten. Target language
instruction decreases each
year as English instruction
increases; first grade 80:20,
second grade 70:30, third
grade 60:40, and fourth—fifth/
sixth grade 50:50. Districts
may implement the target
language ratio in a variety

of ways over the elementary
grade span (90:10 the first
two years, 70:30 for multiple
years, etc.)

Secondary: Students
attending three to four
periods in the target
language daily is a best
practice. Students may begin
additional language study.

As seen in the figure above, each program model has specific goals, serves different
students, and arranges the instructional time in the target language in distinct ways. The
next section of this framework discusses these key differences and their outcomes.

Dual Language Immersion Program Models and Outcomes

In an effort to develop a multilingual California while also supporting and sustaining the
linguistic development of its diverse population, school districts throughout the state have
expanded the offering of dual language programs. These programs have been found to be
beneficial to both nonnative speakers of the target language as well as English learners
(Olsen 2014). In fact, many studies have shown that children in dual language programs
academically outperform students in monolingual programs (Collier and Thomas 2009;
Curtain and Dahlberg 2015; Howard, Christian, and Genesee 2004; Lindholm-Leary and
Howard 2008; Steele et al. 2017).

High-quality dual language programs are content-driven programs and use content-
based instruction (CBI) to teach the conventional school curriculum in the target
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language (Cenoz and Genesee 1998; Johnson and Swain 1997; Lindholm-Leary 2005). In
content-based settings, “the context is the regular day and the regular curriculum of the
school with all of its givens. The language becomes a tool of instruction and information
exchange is assured” (Curtain and Dahlberg 2015, 84). The focus is on teaching curricular
content to students while they also learn an additional language. For students to achieve
Communication and Connections Standards (WL.CM1 and WL.CN2), the content needs
to include age-appropriate, authentic materials in the target language, not translations of
curriculum designed to be taught in English.

Ultimately, the proficiency range developed by the end of a dual language program varies
depending on factors that include the program model, articulation of world language
pathways, curriculum, population served, and ratio of time students interact in the target
language and culture daily. Of course, optimal programs focus on developing content
knowledge, language proficiency, and intercultural competence in a content-driven
learning environment.

Dual language programs are designed for students to develop bilingualism and biliteracy
in more than one language, placing equal value on both languages and cultures. For
English learners, including long-term English learner (LTEL) students, dual language
programs have been found to produce better academic and social-emotional outcomes
than mainstream English and structured English immersion programs (Thomas and Collier
2014; Steele et al. 2017). Based on statistics from DataQuest, one in ten of California’s
designated English learners becomes an LTEL student. An LTEL student is defined by

the California Education Code as an English learner who is enrolled in any of grades

six to twelve, inclusive, has been enrolled in schools in the United States for more than
six years, has remained at the same English language proficiency level for two or more
consecutive years as determined by the English language development test identified

or developed pursuant to Section 60810, or any successor test, and scores far below
basic or below basic on the English language arts standards-based achievement test
administered pursuant to Section 60640, or any successor test (California Education Code
Section 313.1). Additionally, dual language programs use an additive bilingual approach
to language instruction for all students. This means that a second language and culture

is acquired while maintaining and sustaining the first language and culture of all of the
students in the program (CDE 2019a). The additive bilingual approach utilized within
dual language programs supports the linguistic development of EL and LTEL students by
strengthening their proficiency in the language of the home and English, thus helping
them achieve English proficiency sooner.

According to José Medina, former Director of Global Language and Culture Education
at the Center for Applied Linguistics, dual language leaders, including teachers and
administrators, should know that dual language programs are not focused on English
language acquisition. They are focused on the three pillars of dual language education:
bilingualism and biliteracy, high academic achievement in both languages, and
developing sociocultural competence. These concepts emphasize learning a second
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language and culture, but not at the expense of the students’ primary language and
culture. For more information and resources on the primary goals of dual language
programs, see the Guiding Principles for Dual Language Education (Howard et al. 2018).
Dual language education includes the dual language immersion (DLI) programs and
developmental bilingual programs discussed below.

Developmental Bilingual Programs and Outcomes

Developmental bilingual programs focus on academic study and literacy development
in both a language spoken at home and English. These content-driven programs target
English learners in kindergarten through grade twelve. In these programs, curriculum is
taught in students’ primary language while students receive focused English language
support through designated English language development (ELD) and integrated ELD
instruction in each subject. Integrated ELD is defined as instruction in which the state-
adopted ELD standards are used in tandem with the state-adopted academic content
standards (California Code of Regulations, Title 5 [5 CCR] Section 11301[c]). Designated
ELD is defined as instruction provided during a time set aside in the regular school day
for focused instruction on the state-adopted ELD standards to assist English learners to
develop critical English language skills necessary for academic content learning in English
(5 CCR Section 1130T1[a]).

As students develop primary language proficiency in developmental bilingual programs,
academic instruction in English increases incrementally until students develop proficiency
in both languages. Developmental bilingual programs may comprise the entire school day
in elementary grades and may be offered as two, optimally three, or more class periods in
secondary grades.

While developmental bilingual programs begin in TK/K and continue through grade
twelve with the goal of biliteracy (CDE 2019a), language proficiency outcomes vary for
students enrolled in these programs. These variations are caused by factors that include
year of entry, movement in and out, and early exit from the program. For students who
begin a developmental bilingual program in TK/K and continue throughout elementary
school, their proficiency outcomes are similar to those of students enrolled in one-way
and two-way immersion programs (see figures 3.9 and 3.10).

Dual Language Immersion (One-Way Immersion) Program Model

One-way immersion programs provide instruction in English and the target language for
nonspeakers of the target language, with the goals of language proficiency and academic
achievement in English and the target language, and cross-cultural understanding. These
programs are typically found in kindergarten through grade eight. In one-way immersion
programs, the target language is used for all academic instruction with the exception of
the English language arts curriculum. These programs may maintain a target language use
ratio as high as 80:20 throughout the elementary grades.
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Dual Language Immersion (Two-Way Immersion) Program Model

The most commonly taught dual immersion program models in California are dual
language immersion 50:50 (50 percent instruction in English, 50 percent in the target
language) and dual language immersion 90:10 (begin in kindergarten with 90 percent
target-language instruction, 10 percent English). While these are the most commonly
taught program models, school districts may choose to implement the target language
ratio in a variety of ways over the elementary grade span—90:10 during the first two
years, 70:30 for multiple years, and so on. Both of these immersion program models

use an additive approach to language development by promoting the development of
language proficiency and culture competence in both English and the target language.
California’s TK through grade twelve schools offer dual language immersion programs in a
wide variety of languages. These programs, in order to balance the linguistic and cultural
experience of the students, generally target a mix of English learners and native English
speakers (ideally half from each group). Districts with a large number of multilingual
students often target a mix of English learners, bilinguals, and native English-speaking
students at a ratio of no less than 30 percent of each student population.

At the elementary grade levels, both programs take place throughout the entire school
day. Beyond elementary school, dual language immersion programs may be offered in the
form of a developmental bilingual program or a dual language immersion where language
learners continue their study of core subjects in the target language. The latter allows for
more time interacting in the target language and culture as well as achievement of higher
ranges of language proficiency. Students enrolled in dual language programs achieve the
WL Standards by developing communicative and cultural proficiency through content
connections across subjects. While DLI 50:50 and 90:10 programs may have many
aspects in common, they also distinguish themselves in a significant way.

DLI 50:50 programs “maintain 50 percent of instruction in the target language and 50
percent in English throughout elementary [school]” (Olsen 2014). As language learners
progress through the elementary grade levels, some subjects are taught in the target
language and others are taught in English.

In DLI 90:10 programs, students begin kindergarten (or TK in many cases) with 90 percent
of instruction in the target language with increasing English instruction until academic
work and literacy are 50:50 (Olsen 2014). DLI 90:10 programs generally follow a
sequential literacy model, as literacy is developed in the target language first, then in
English. In DLI 90:10 program models, instruction in English and the target language
eventually even out to 50:50 by the fourth grade, as illustrated in figure 3.5.
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FIGURE 3.5: The Dual Language Immersion 90:10 Program Model
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Regardless of the dual language immersion program model implemented, both program
models have been found to effectively achieve the goals of bilingualism and biliteracy;
however, the 90:10 program model has been shown to create higher levels of bilingualism
(Steele et al. 2017).

One-Way and Two-Way Immersion Program Outcomes

One-way and two-way immersion programs reflect the same proficiency outcomes,
although they comprise different student populations. Language proficiency outcomes
vary in these program models depending on the primary language and culture of the
student and the target language and culture they study. Students who begin second
language study in elementary dual language immersion programs have the potential to
exit postsecondary programs (four to six year university programs) approaching or at
the Superior level of proficiency (ACTFL 2012b). Figure 3.6 outlines general proficiency
expectations by grade span for students in a K-12 dual language immersion program
where students learn a Category | or Il target language and culture.
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FIGURE 3.6: K-12 Dual Language Immersion Program Proficiency Outcomes for
Category | and Il Languages

MODE OF

COMMUNICATION End of K-2 End of 3-5 End of 6-8 | End of 9-12

INTERPRETIVE Novice High | Intermediate | Intermediate | Advanced
Low Mid Low

INTERPERSONAL Novice High | Intermediate | Intermediate | Advanced
Low Mid Low

PRESENTATIONAL Novice Mid | Intermediate | Intermediate | Advanced
Low Mid Low

Figure 3.7 outlines general proficiency expectations by grade spans for students in a dual
language immersion program where students learn a Category Il or IV target language and

culture.

FIGURE 3.7: K-12 Dual Language Immersion Program Proficiency Outcomes for
Category Il and IV Languages

Low

Mid

MODE OF
COMMUNICATION End of K-2 End of 3-5 End of 6-8 End of 9-12
INTERPRETIVE Novice Mid Novice Intermediate | Intermediate
to Novice High to Low to High to
High Intermediate | Intermediate | Advanced
Low Mid Low
INTERPERSONAL Novice High | Intermediate | Intermediate | Intermediate
Low Mid High
PRESENTATIONAL Novice Low | Novice Intermediate | Intermediate
to Novice High to Low to High
Mid Intermediate | Intermediate

District and site administrators implement dual language programs that begin in
elementary school and continue through junior high and high school in order for students
to achieve high levels of target-language proficiency. Within secondary grade levels,
school and district leaders plan well-articulated dual language immersion programs that
ensure students have access to study an additional language as well. District and site
administrators planning for dual language immersion programs allot time for short- and
long-term planning and ensure that those who will be asked to implement changes are
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meaningfully represented and involved in a collaborative planning process from the
beginning. By doing so, programs are effectively articulated, and students are able to
complete the many years of language study needed to achieve the highest ranges of
proficiency outlined in the WL Standards.

Guiding Principles for Dual Language Education

Many California school, district, and local educational agency leaders use the Guiding
Principles for Dual Language Education, published by the Center for Applied Linguistics
(CAL), as a tool for planning, reflection, and ongoing progress monitoring (Howard et
al. 2018). As explained in the publication by CAL, the guiding principles are organized
into the following strands, reflecting the seven major dimensions of program design and
implementation.

a.  Program Structure

Curriculum

Instruction

Assessment and Accountability

Staff Quality and Professional Development

-0 a0 T

Family and Community
g.  Support and Resources

Within each strand above, there are specific principles that further describe the elements
of the principle discussed. Figure 3.8 includes a brief description of the principles
delineated within each strand of the dual language education guiding principles.

FIGURE 3.8: Guiding Principles for Dual Language Education at a Glance
Strand 1: Program Structure (pp. 10-30)

Principle 1 All aspects of the program work together to achieve the three core
goals of dual language education: grade-level academic achievement,
bilingualism and biliteracy, and sociocultural competence.

Principle 2 The program ensures equity for all groups.
Principle 3~ The program has strong, effective, and knowledgeable leadership.

Principle 4 An effective process is in place for continual program planning,
implementation, and evaluation.
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Strand 2: Curriculum (pp. 31-44)

Principle 1
Principle 2

Principle 3

The program has a process for developing and revising a high-quality
curriculum.

The curriculum is standards-based and promotes attainment of the three
core goals of dual language education.

The curriculum effectively integrates technology to deepen and enhance
learning.

Strand 3: Instruction (pp. 45-70)

Principle 1
Principle 2

Principle 3
Principle 4

Instructional methods are derived from research-based principles of dual
language education.

Instructional strategies support the attainment of the three core goals of
dual language education.

Instruction is student centered.

Instructional staff effectively integrate technology to deepen and enhance
the learning process.

Strand 4: Assessment and Accountability (pp. 71-88)

Principle 1

Principle 2

Principle 3

Principle 4

Principle 5

The program creates and maintains an infrastructure that supports an
assessment and accountability process.

Student assessment is aligned with program goals and with state content
and language standards, and the results are used to guide and inform
instruction.

Using multiple measures in both languages of instruction, the program
collects and analyzes a variety of data that is used for program
accountability, program evaluation, and program improvement.

Student progress toward program goals and state achievement objectives
is systematically measured and reported.

The program communicates with appropriate members of the school
community about program outcomes.
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Strand 5: Staff Quality and Professional Development (pp. 89-104)

Principle 1 The program recruits and retains high-quality language staff.

Principle 2 The program provides high-quality professional development that is
tailored to the needs of dual language educators and support staff.

Principle 3 The program collaborates with other groups and institutions to ensure
staff quality.

Strand 6: Family and Community (pp. 105-120)

Principle T The program has a responsive infrastructure for positive, active, and
ongoing relations with students’ families and community.

Principle 2 The program promotes family and community engagement and advocacy
through outreach activities and support services that are aligned with the
three core goals of dual language education.

Principle 3~ The program views and involves families and community members as
strategic partners.

Strand 7: Support and Resources (pp. 121-129)

Principle 1 The program is supported by all key members of the school community
who will be implementing the program.

Principle 2 The program is equitably and adequately funded to meet program goals.

Principle 3 The program advocates for support.

Source: Guiding Principles for Dual Language Education (Howard et al. 2018)

According to the Center for Applied Linguistics, the Guiding Principles for Dual Language
Education has been used for over a decade by dual language programs and educators
across the United States as an effective tool for planning, self-reflection, and continuous
improvement (Howard et al. 2018). However, educators plan dual language programs
keeping in mind that “what works in one community or with a particular population of
students or teachers may not work as effectively in another community” (Howard et al.
2018, 4). Teachers and other educational leaders keep the context of their community in
mind as they design, implement, and refine their own program. The Guiding Principles
for Dual Language Education provides a detailed outline of the elements that quality dual
language programs contain, including resources which can be used to design, implement,
and refine dual language programs (Curtain and Dahlberg 2015).

An example of implementing the WL Standards in a DLI 90:10 pathway is included in the
vignette below.
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Vignette 3.1: What Happens in Spring? Grade One Spanish 90:10
Dual Language Immersion Lesson

Background

Ms. Alma teaches first grade in a 90:10 Spanish dual language
immersion program. Her class consists of 28 students. Approximately
half of her students are Spanish speaking and half are native English speakers.
Generally, her native English-speaking students are within the Novice Low to Mid
range of proficiency in Spanish. The proficiency range of her Spanish speaking
students varies, but all students are developing foundational literacy skills and
content knowledge needed to meet first grade outcomes in various content standards.

Almost all of Ms. Alma’s Spanish speakers are designated English learners. These
students are provided 50 minutes of designated ELD instruction daily. In order to
effectively teach EL students of varying proficiency, the first grade team has worked
together to plan who teaches ELD for each proficiency range. Students go to their
assigned ELD teacher during that time. Additionally, all students spend approximately
10 percent of their day learning in English only. Ms. Alma plans bridge activities
during that time to support language transfer for all her dual language immersion
students. She provides additional linguistic support for English during that time as
well.

Lesson Context

This lesson, taught completely in Spanish, is part of a unit on the four seasons.
The theme of this lesson is spring. During this lesson, students answer the essential
question, “What seasonal changes occur in spring?”

The students have already studied about fall and winter and have had the opportunity
to view images of the four seasons. They have discussed how seasonal changes

affect living organisms. In addition, the students have read books about spring,

both in English from the school library and untranslated books from Spain from the
classroom library. Students are developing sentence-level writing skills in Spanish
language arts.

The learning target for this lesson is for students to be able to use descriptive words
(adjectives) to tell about (verbally and in writing) the characteristics of spring, with
scaffolding. The focus vocabulary for this lesson includes the following nouns, verbs,
and adjectives:

= Nouns: sol (sun), lluvia (rain), arboles (trees), flores (flowers), mariposas
(butterflies), abejas (bees), pdjaros (birds)

®  Verbs: volar (to fly), brillar (to shine), tener (to have), calentar (to warm)

®  Adjectives and adverbs: hermoso (beautiful), bonito (pretty), rdpidamente
(quickly), feliz (happy), refrescante (refreshing)
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Materials and Preparation

Leading up to this lesson, Ms. Alma had students read children’s books about spring.
For this lesson, Ms. Alma has prepared a variety of instructional materials. Materials
she curated or created include:

Pictures of the four seasons
Children’s books (untranslated materials from Spain) about spring

A set of cutouts of the main elements of spring (mounted on magnets to
quickly and easily attach them to the magnetic whiteboard)

A corresponding set of labels (some singular, some plural, including
articles). These will be the nouns in the list of key vocabulary.

Word Bank—classroom version: vocabulary words written on strips, as well
as chart paper with four labeled columns (articles, nouns, verbs, adjectives)
onto which the words can be taped during the activity

Word Banks—student version: several sets (one for each group of three
students) of the same word bank as the classroom version (making each set
of word strips on a different color of paper helps to keep the sets separate
and complete) and photocopies of the column chart that already has the
words printed in the correct categories (on 11x14 paper with landscape
orientation)

Loose-leaf paper for student groups to write their sentences on

Colored pencils or crayons

World Languages Standards

WL Standards (Novice range)
0 WL.CM1.N (Interpretive Communication)
0 WL.CM2.N (Interpersonal Communication)
0 WL.CM3.N (Presentational Communication)
0 WL.CMA4.N (Settings for Communication)
0 WL.CM5.N (Receptive Structures in Service of Communication)
0 WL.CM6.N (Productive Structures in Service of Communication)
0 WL.CL1.N (Culturally Appropriate Interactions)
o WL.CN1.N (Connections to Other Disciplines)

Grade 1 CCSS.ELA-LITERACY: W.1.5, W.1.8; SL.1.3, SL.1.4, SL.1.6;
L.1.1,5-6

Grade 1 NGSS: 1-ESS1-2 (Building Toward)
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Student-Friendly Learning Target: | can tell others about the characteristics of spring.
Communicative and Language Objectives
Students will be able to

® use vocabulary about spring (WL.CM2.N, WL.CM3.N, WL.CM4.N,
WL.CL1.N, CCSS.W.1.5, CCSS.W.1.8, CCSS.SL.1.3S.SL.1.4,
CCSS.SL.1.6, CCSS.L1.1,5-6);

= practice grammar rules about capitalization and gender agreement
(WL.CM5.N, WL.CM6.N, WL.CM7.N, CCSS.L.1.1,5-6); and

= read aloud to the class their sentences about spring (WL.CM3.N,
WL.CM4.N, WL.CM6.N, WL.CL1.N).

Content Objectives
Students will be able to

® recognize the characteristics of springtime (WL.CN1.N, WL.CM5.N,
Grade 1 NGSS:1-ESS1-2); and

= write sentences that tell about the characteristics of this season using
a spring word bank (nouns, verbs, and adjectives) (WL.CNT.N,
CCSS.L.1.1,5-6).

Lesson Excerpt

Ms. Alma begins the lesson together as a class by calling all children to the rug in
front of the whiteboard. Ms. Alma sits in front of the students and begins her lesson.
She shows students pictures of each of the four seasons. As she shows the pictures,
Ms. Alma asks students to identify the season depicted. (Questions and answers are
in English for this vignette, but the questions are asked and answered in Spanish
during this lesson.)

Ms. Alma: Class, today we are going to learn about spring. We are going
to learn about the characteristics—or all of the things—that tell us that it is
springtime. Are we ready?

Children: Yes!

Ms. Alma: Now remember, crisscross applesauce and we raise our hands so
our friends can hear our answers, OK?

Children: OK!

Ms. Alma: OK, good. So then, class, can you tell me, is this a picture of spring?
Children: No!

Ms. Alma: Who can tell me what season this is?

Kaleb: Summer.
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Ms. Alma: Yes, Kaleb. This is a picture of summer. How did you know that?
Kaleb: The beach.

Ms. Alma: Yes. There is a family at the beach in this picture. What else tells us
this is summer, class?

Several Children: The sun is sweating. There is a hot temperature.

Ms. Alma: Yes. The sun is shining in the sky and looks like it is sweating. [Points
to the sun that appears to be sweating.] The temperature is hot. It is red for

hot on the thermometer. [Points at the thermometer.] We use a thermometer

to check the temperature. Good. What about this picture? Is this a picture of

spring?

Children: No!

Ms. Alma: Who can tell me what season this is?

Micaela: Fall.

Ms. Alma: Yes, this is a picture of fall. Good. How did you know that Micaela?
Micaela: The leaves are all different colors.

Ms. Alma: Good! Yes, the leaves on the trees are red, orange, and yellow.

The leaves changing colors are one of the characteristics that tells us that fall
is here. Class, do we have trees that look like this sometimes at our school?
[Children nod their heads.] We do. What about this picture? Is this a picture of
spring?

Children: No!

Ms. Alma: Who can tell me what season this is?

Daniela: Winter.

Ms. Alma: Yes, Daniela. This is a picture of winter. How did you know that?
Daniela: It is all white. There is snow.

Ms. Alma: Yes. There is snow in this picture! Raise your hand if you have ever
visited the snow. [Several children raise their hands with excitement.] What else
shows us the characteristics or the different things about winter in this picture,
class?

Several Children: They have jackets. The temperature is blue. There is a
snowman! [Several children are excited about the snowman.]

Ms. Alma: Yes, everyone, they do have their jackets on because it is cold
outside [rubs her arms to imitate cold]. The blue on the thermometer tells us the
temperature is cold. In fact, it is cold enough outside to build a snowman! How
about this picture, class? Is this a picture of spring?
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Children: Yes!

Ms. Alma: Good! Now, how do we know this is a picture of spring? [Places the
picture on the whiteboard.] Hmmmm. Let’s see if we can name the different
characteristics of spring that we see in this picture. Remember, crisscross
applesauce and we raise our hands.

As the children readjust how they are seated and raise their hands, Ms. Alma picks
up a bag of cutouts for each element of spring the children should mention (birds,
flowers, bees, butterflies, trees, grass, rain, or the sun). They are magnetized so they
can be placed on the whiteboard to create a spring scene.

Ms. Alma: OK. Who can tell us one characteristic of spring that you think we
should include in our scene?

Noah: Grass?

Ms. Alma: Yes, Noah. Here, take the grass and place it on our board so we can
make our own spring scene. Who can tell us another characteristic of spring for
our scene?

Jaylee: There are lots of birds?

Ms. Alma: Yes, Jaylee. We do see a lot more birds during this season. The birds
fly along with bees and butterflies in the spring. Oh! And the birds make nests

in the trees! Perhaps we should include trees for our birds, class. What do you
think?

Children: Yes!

Ms. Alma: OK. May | please have volunteers to put the birds, trees, butterflies,
and bees on our picture?

Ms. Alma: Who can tell us another characteristic of spring for our scene?
Michael: The sun. The sun is out a lot in springtime.

Ms. Alma: Yes, Michael. The sun is often bright and shining in the sky during
the spring. Spring can sometimes be warm—not hot like summer, but warm—
right? [Several children agree.] Here, take the sun and place it on our board,
Michael. Should we have more characteristics of spring for our picture, class?

Children: Yes!
Ms. Alma: OK. What is another characteristic of this season, of spring?
Alexander: It rains during spring, right? Can we put rain in our picture?

Ms. Alma: Yes, there is rain during spring. Sometimes it can be very rainy, right?
[Several children agree.] The rain can be refreshing if it has been warm. Take
this rain and place it on our board. OK. What is one more characteristic of this
season, of spring?
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Mia: Rain brings flowers! We need flowers.

Ms. Alma: Yes, Mia. The rain does bring flowers during spring. We should see
lots of flowers during this season. The bees, butterflies, and birds need those
flowers, don’t they? May | please have volunteers to help Mia place flowers on
our picture?

Ms. Alma selects volunteers. As they come up to place the birds onto the board, the
teacher arranges some of the characteristics (nouns) to group them in specific ways
for describing them. For example, she places one flower by itself (singular) and then
groups the others (plural). She does the same with the birds, butterflies, trees, and
bees.

Ms. Alma: Class, the scene you created is very pretty. It is beautiful. Thank you
for using your creativity. Now that our spring scene is complete, we are going
to label all the different characteristics of spring with the words that match our
pictures. | will use my popsicle sticks to call on you. Are we ready?

Children: Yes!

Ms. Alma shows the label for each noun to the group. She calls on one child at a
time to place a label on the board so that it corresponds with the scene. The labels
differentiate number (singular and plural) in order to practice singular and plural
forms. For example, when Ms. Alma shows the word “bird,” she ensures the student
places it with the single bird and not the group of birds. She does the same for “bee,”
“bees,” “butterfly,” “butterflies,” “flower,” “flowers,” “tree,” and “trees,” pointing out
the correct placement based on the use of the singular and plural forms on the labels.

Once the scene is labeled with the matching nouns for the images, Ms. Alma then
begins to present the vocabulary that will be used by the students to write their
sentences about spring. In preparation for this activity, Ms. Alma has drawn and
labeled a piece of chart paper with four columns for each part of the sentences she
will have students create using their spring vocabulary. There is a column for articles,
nouns, verbs, and adjectives. She has also prepared sentence strips for the focus
vocabulary words, each strip containing the word and its image, as applicable. Her
goal is to create a word bank that includes all sentence elements for students to
formulate sentences with the support of the chart.

Ms. Alma: OK, class. Now that we have labeled our spring scene with all of our
nouns, we are going to practice putting sentences together in order to describe
the characteristics of spring. Focus your attention on my chart paper here, and
we will work together to learn where all of our spring vocabulary belongs

on our chart. When we are done, you will use this chart to help you write
beautiful sentences about spring. Ready?

Children: Yes!
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Ms. Alma: We have four columns on our chart. Each column is for a different
part of our sentence. You have seen these words before [several children nod].
We have articles like “el” and “la” or “los” and “las” and those go with our
nouns—person, place, or thing. For example, we saw “la mariposa” or “los
arboles” .

As Ms. Alma reminds the students of this, she places the sentence strips for the
articles under that column on the chart paper.

Ms. Alma: Can someone give us another example of an article that goes with its
noun like “la lluvia” or “los drboles”? [Ms. Alma places the sentence strips for
“lluvia” and “arboles” on the chart paper in the noun column.]

Beau: The butterflies? (;Las mariposas?)

Ms. Alma: Yes, Beau. Las mariposas is a perfect example. “Las” is the article
and “mariposas” is the noun. Thank you for volunteering. [Ms. Alma places the
sentence strip for “mariposas” on the chart paper in the noun column.]

Ms. Alma presents the spring nouns, verbs, and adjectives by talking about or telling
a story about the spring scene the class created. As she presents the vocabulary, she
creates a word bank by displaying the words (each written on a separate strip) on the
chart paper in the four columns. Ms. Alma discusses with the students the meaning
of the new words in the list. She highlights the adjectives by displaying them on a
different color sentence strip than the others.

Ms. Alma: How do we use these words, these adjectives, to describe things?
Can we give some examples maybe for butterflies? How could we describe
butterflies? [Ms. Alma takes the mariposas sentence strip from the chart paper
and places it on the board.]

Dana: Butterflies are pretty?

Ms. Alma: Yes, Dana. That is an excellent example. [Ms. Alma writes this
sentence on the whiteboard near the chart paper as a model.] Class, when we
write a sentence, what do we do with the first word?

Children: Capital!

Ms. Alma: Yes, we use a capital letter to start a sentence. [She writes this rule on
the whiteboard next to the sentence models.] Good job. How about at the end
of a sentence? What do we put there?

Children: A period.

Ms. Alma: Yes, we do. We start a sentence with a capital letter, and we end
a sentence with a period. [She writes this rule on the whiteboard next to the
sentence models as well.] Now, let’s read the sentence together. [Ms. Alma
prompts students and they read the sentence aloud.]
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After completing the sentence, Ms. Alma writes the sentence beneath the strips and
returns the words to their columns. She explains to the students that the words have
to return to the same columns they came from so that they can be used again.

Ms. Alma: OK. Let’s pick another spring word to describe. What word should
we choose?

Several children: Bees!

Ms. Alma: OK. We will describe what the bees do in the spring. [Ms. Alma
takes the “bees” sentence strip from the chart paper and places it on the
board.] Class, what article do we use for bees? Is it “la” or “las” bees?

Several children: Las!

Ms. Alma: Good. Yes, we use “las” when it is plural or more than one bee. [Ms.
Alma takes the “las” sentence strip from the chart paper and places it on the
board.] OK, the bees what? Do they shine? Do they fly? What do they do? Can
someone raise their hand to tell us what verb or action word we will use?

Miguel: They fly (vuelan). The bees fly?

Ms. Alma: Yes, they do fly. In the spring, the bees fly. [Ms. Alma takes the
“volar” sentence strip from the chart paper and places it on the board.] Now,
can we use one of our adjectives [points to the list on the chart paper] to
describe how the bees fly? Can someone raise their hand to add a description
or an adjective to our sentence?

Luz: Quickly (Rapidamente). The bees fly quickly.

Ms. Alma: Perfect, Luz. In the spring, the bees fly quickly. [Ms. Alma takes the
“rdpidamente” sentence strip from the chart paper and places it on the board.]
Now, let’s read the sentence together. [Ms. Alma prompts students and they
read the sentence aloud.]

After completing the sentence, Ms. Alma writes the sentence beneath the strips and
returns the words to their columns. Ms. Alma continues this process with two more
models, both singular nouns since the first two models were plural. She asks for the
children’s help to form two more sentences and guides them by asking questions
about the selected noun until each sentence is completed. As they select the article,
verb, and adjective, she discusses number and gender rules as a reminder and
continues the model on the board.

Once Ms. Alma guides students in creating the word bank and sentence models, she
tells them they will work in groups to construct their own sentences using individual
student word banks like the one they just used together.
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Ms. Alma writes the following directions on the board and reads them to the
students:

a. Put the words from the word bank (she displays a set of cards like the ones
they’ll be working with) on top of the corresponding word on the preprinted
word bank (she displays a preprinted word bank).

b.  Select words from your bank to form a sentence.

c.  When your sentence is ready, read it out loud in your group and show it to
the teacher.

d.  Write your sentence on the blank paper.
e. Return the words to the word bank.

Ms. Alma divides students into groups of three, mixing students with stronger Spanish
skills with students whose skills are less strong. She assigns roles to each member of
the group (reader, writer, sorter) to begin with, then has them switch roles after three
sentences so they can all practice the different tasks.

Once students are in groups and know their assigned roles, Ms. Alma distributes to
the class the sets of word strips, the preprinted individual page with the word bank
sorted into columns, and loose-leaf paper for individual and group sentence writing.
She prompts groups to begin as soon as they have their materials.

Ms. Alma circulates among the groups, observing the students while they work on
forming sentences and helping the children follow the steps of the task. She guides
them as they construct sentences by asking questions such as “What element of
spring do you want to be the subject of your sentence?”; “What does a ___ do?”; and
“When does this situation occur?” In addition, she helps the children by reinforcing
rules of capitalization, gender, and number agreement. Once the sentence is
corrected by the teacher, the writer can write it on the group’s paper.

Once students have completed their work, they are given 10 seconds to pick a
reporter and then the whole group is called to the front of the class to read their
sentences and show their work. Each group hands in all members’ individual
sentences along with the group’s sentences when they are finished and students
return to their seats. Once all groups have presented, the teacher transitions to
another subject.

Teacher Reflection

Ms. Alma will provide additional practice for all students with the vocabulary as
well as with putting sentences together during the next lesson. She will do this by
spiraling the content in order to reinforce what students learned in this lesson and
connecting it to what they learned in other subjects and what they will learn.
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Ms. Alma will use the individual and group sentences to assess whether students
have understood the meanings of the new vocabulary words, so that, for example,
they say that a tree grows and not that a tree warms up. She will also assess whether
they have constructed sentences with words in the proper order, using correct
punctuation, capitalization, and agreement.

For any students who do not do well on the assessment (creating sentences
identifying characteristics of spring), Ms. Alma will reteach the sentence formation
using another means of representation.

Source and Recommended Reading: Adapted from: Adapting the Sheltered
Instruction Observation Protocol (SIOP) for Two-Way Immersion Education: An
Introduction to the TWIOP (Howard, Sugarman, and Coburn 2006)

Transitioning from Elementary to Secondary
Dual Language Pathways

One of the greatest issues facing dual language programs at this time is the lack of
well-articulated middle and high school programs that are designed to continuously
move students into higher levels of linguistic, cultural, and academic competency in
the languages and cultures that they are studying. It can be an overwhelming task for
educators to plan for elementary dual language immersion students to transition into
secondary dual language pathways. It requires a substantial amount of preplanning and
the consideration of a variety of components for the transition to be a success. Figure
3.9 provides a sample plan for teachers and other educational leaders transitioning an
elementary dual language immersion program into secondary grades.

FIGURE 3.9: Suggested Timeline for Transitioning an Elementary Dual Language
Immersion Program to Secondary

3 years out:

Initial planning once elementary program reaches grade 3
= Contact feeder middle school and high school

®  Assemble a Dual Language Immersion (DLI) Leadership Team with
representatives from the elementary, middle, and high school, including:

o District administrators (Curriculum and Instruction, Secondary
Education, English Learner Services, Educational Services, Special
Education, Human Resources, Assessment and Accountability, etc.)

0 Administrators from elementary, middle, high schools
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0 Academic counselors from middle, high schools
0 DLI teachers from elementary school
0 World language teachers from middle, high schools
0 Parents of students from DLI programs
m  Set initial meeting dates for DLI Leadership Team
= Develop implementation timeline and corresponding action plans
Program and implementation models
m  Research secondary DLI programs in the region
®  Visit successful secondary DLI programs
= Consult with DLI experts
= Attend DLI conferences that have a secondary DLI strand

= Join a regional DLI network, if available (often offered by county offices of
education)

0 Begin initial implementation of secondary DLI transition timeline
action plans

2 years out:

Pedagogical decisions

= Survey fourth grade DLI parents and students regarding their interest in
continuing in the DLI program

= Survey current middle school staff for those who are interested in teaching
in the DLI program at the middle school

o Of those, which ones have a bilingual credential/authorization
(Bilingual Certificate of Competence (BCC), Bilingual, Crosscultural,
Language and Academic Development (BCLAD), Bilingual
Authorization)?

o Of those, which ones are bilingual/biliterate and do not currently
possess a bilingual credential/authorization but are interested in
attaining one?

= Determine options for DLI course offerings

0 Minimum of two courses per day to remain a DLI program (three
courses a day is ideal)

o If only one course per day, then program becomes a “developmental
bilingual program”
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In what department are those who are interested in teaching in the DLI
program?

0 Those who currently possess a bilingual credential/authorization

0 Those who are interested in attaining a bilingual credential/
authorization

Consider courses that will attract student interest

Integrate DLI courses with college/career pathways

Research instructional materials and curriculum for courses in partner
language
o Aligned with California content standards?
o Currently available through the district?
0 Available for purchase?
®  Create draft/sample master schedule
Program support
= Connect with community organizations for partnership opportunities

= Present proposed program to all members of the school community

Refine DLI program plan based on the feedback from students, parents,
teachers, and other members of the broader school community

Create budgetary plan for DLI implementation year over year

o Create system for annual reflection on DLI program alignment with
the Guiding Principles for Dual Language Education, 3rd edition
(Free PDF download available at https:/www.cde.ca.gov/ci/fl/cf/ch3.

asp#link1)

1 year out:

DLI program staffing
= |nform interested teachers of open positions in DLI program
®  Create DLI teacher job description
o Differentiate from regular certificated job description
» Bilingual/biliterate required
= Consider incentives for teachers to join program
o Stipends
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0 Additional release days for vertical planning, DLI professional
development

m  Create interview protocol for DLI teachers

0 Have at least one native speaker of the partner language on the
interview panel

0 Include at least one question to be asked/answered in the partner
language
0 Include a writing prompt in English and in the partner language
» English: Why is it important to become bilingual/biliterate?
> to learn candidate’s disposition toward the DLI program

» Partner language: short reading prompt (at an adult level)
in partner language and open-ended question(s) in partner
language that require interpretation/inference from reading
prompt to be answered in the partner language (Note: It is
recommended that the teachers not be asked to translate a
document from English to the partner language as this is not
the main focus of their work in the DLI program.)

> To ascertain the level of literacy in the partner language,
including academic language use

= Publicize DLI program openings
o EDJOIN
0 DLI networks/listservs
0 Social media

®  Connect with local university teacher education programs for possible
source of newly credentialed and/or bilingual-authorized teachers

®  Create professional development plan for DLI teachers
m  Suggested topics:
o DLI foundations
0 Academic language development in the partner language
0 Best practices for DLI programs
0 Conferences with secondary DLI strands/workshop/institute offerings
Student recruitment
= Plan publicity campaign regarding new DLI program at middle school

o Public service announcements on radio, local cable stations, etc.
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= Connect with community organizations for recruitment support
®  Determine entry criteria
0 For students currently in DLI program
0 For students who have come from schools without a DLI program

= Plan pathways to the California State Seal of Biliteracy awards to incentivize
students to remain in DLI program (more information available in Multiple
Pathways to Biliteracy, available at https://www.cde.ca.gov/ci/fl/cf/ch3.
asp#link2)

®  Schedule parent information meetings regarding middle school DLI program

Source: California Association of Bilingual Education (CABE) Professional
Development Services 2019, accessible at https:/www.cde.ca.gov/ci/fl/cf/ch3.

asp#link3

As shown in figure 3.9, making pedagogical decisions and planning for staffing, program
support, and student recruitment begins years before grade-level implementation. An
important part of this planning includes creating incentives for students to continue
language learning through at least high school. Dual language programs can offer
incentives, such as certificates or ribbons of biliteracy, in an effort to promote the
continued path toward obtaining the State Seal of Biliteracy at the high school level. The
full text of the Guiding Principles for Dual Language Education, including a variety of tools
and resources for dual language program planning, implementation, and assessment, can
be accessed on the Center for Applied Linguistics website.

Foreign Language Experience (FLEX)

Foreign Language Experience (FLEX), also known as Foreign Language Elementary
Experience, are elementary and middle school programs that expose students to the study
of a language or languages and cultures in order to motivate them to pursue further study.
FLEX programs are typically offered during the later elementary school years. Unlike
FLES, FLEX programs are taught primarily in English because language exposure, and not
fluency, is the objective. “They are set apart from true language programs in that they
usually do not have any degree of language proficiency as an outcome, and they are

not always part of an articulated sequence” (Curtain and Dahlberg 2015, 414). Students
completing a FLEX program do not achieve any degree of target-language proficiency
outlined in the WL Standards.

Foreign Language in the Elementary School (FLES)

Foreign Language in Elementary School (FLES) programs (also referred to as early language
programs) are elementary school program models that meet for a minimum of 70 minutes
per week with the goal of developing proficiency in language and its cultures. FLES
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programs are taught mostly in the target language and focus heavily on the development
of cultural awareness and listening and speaking skills. At some schools, FLES programs
begin in kindergarten and in others they begin in second, third, or even fourth grade.
Typically, FLES programs meet anywhere from two to five times a week, and classes may
run from twenty minutes to an hour or more.

FLES programs are content based but differ from the approach to content and objectives
used in dual language programs. FLES programs are language-driven programs that focus
on the development of language proficiency using components of the content from the
elementary curriculum. In contrast to dual language programs, the objectives of the
language curriculum in FLES programs drive decisions about how content is integrated
with language instruction. See figure 3.10 below for a comparison of content- and
language-driven language programs.

As previously discussed in this chapter, time is a critical element in the development of
language proficiency. While FLES programs are defined as elementary school program
models that meet for a minimum of 70 minutes per week, research on language
proficiency suggests that a 70-minute minimum is not sufficient for meeting proficiency
outcomes. As noted by Curtain and Dahlberg, language learners enrolled in FLES
programs that do not meet at least three to five times each week for a total time of at least
90 minutes are at risk of not meeting language proficiency outcomes of students enrolled
in more intensive programs (2015). This can lead to these programs disappearing from
schools due to not meeting the expectations of students, parents, teachers, and other
members of the broader school community. FLES proficiency outcomes vary depending on
the amount of time students interact in the target language, and more exposure results in
higher proficiency.

FIGURE 3.10: Comparison of Content-Driven and Language-Driven Programs

Content-Driven Language-Driven
Content is taught in L2. Content is used to learn L2.
Content learning is a priority. Language learning is priority.
Language learning is secondary. Content learning is incidental.

Content objectives determined by course | Language objectives determined by L2
goals or curriculum. course goals or curriculum.

Teachers must select language objectives. | Students evaluated on content to be

integrated.
Students evaluated on content mastery.

Students evaluated on language skills/
proficiency.

Source: Content-based Instruction: Defining Terms, Making Decisions (Met 1999)
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In its 2012 position statement on early language learning, ACTFL advocates for second
language learning to begin as early as possible.

Since research shows that an early language learning experience generally results

in the development of native or near-native pronunciation and intonation, ACTFL
recommends that students be provided the opportunity to learn a second language
as early as possible in school. This early language learning experience not only helps
to develop native-like pronunciation but also promotes higher levels of proficiency
if the student continues in a well-articulated sequence of language learning.
Research corroborates additional benefits including strengthening of literacy in
students’ first language, raising standardized test scores in other subject areas, and
developing comfort with cultural differences. These benefits accrue with instruction
that is continuous throughout the school year, connected grade to grade, and more
frequent than twice per week, adding up to at least 90 minutes per week, at both the
elementary and middle school levels. (ACTFL 2012b)

The ACTFL position statement above describes the pivotal role of early language learning
in a well-articulated program of study.

Years of research have shown that beginning language study early allows for increased
time for developing a functional range of language proficiency (Carroll 1975; Dominguez
and Pessoa 2005; Paradis 2009). However, “the vast majority of students in the United
States are not given the opportunity to study a [world] language before middle school

and many not until they reach high school” (Rhodes and Pufahl 2010, 272). The next
section of this chapter discusses pathways for long language learning sequences and more
traditional secondary language offerings.

Secondary World Languages Pathways
Middle School World Languages Program Models and Outcomes

Middle schools are unique in curricular design due to the pedagogical perspective that,
at this stage of adolescent development, school should be a place where students are
offered a variety of exploratory opportunities (Curtain and Dahlberg 2015; Shrum and
Glisan 2015). Additionally, students at this age are experiencing many social, emotional,
and physical changes that impact how they interact with and perceive the world around
them. Language teachers at the middle school level are encouraged to be mindful of

the developmental stage of their adolescent students as they plan instruction to support
students’ cognitive, social, emotional, and psychological health and development.

As with elementary language programs, there are various world languages pathways in
middle schools throughout California. Language pathways offered in middle schools
include dual language immersion programs, FLEX programs, and introductory world
languages courses that may be equivalent to the first or second year of high school study.
However, students in an exploratory middle school program would benefit from a more
robust language program if the goal within this grade span is to develop higher ranges

of language proficiency (ACTFL 2012b; Curtain and Dahlberg 2015; Shrum and Glisan
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2015). More robust language program models provide the opportunity for middle school
students to achieve the goals of the WL Standards as they provide the necessary on-task
time in the target language to develop proficiency in communication, connections, and
cultures.

The goal of a middle school dual language immersion pathway is to continue the
development of student content knowledge in both English and the target language while
also deepening students’ linguistic skills and cultural competencies in both languages. In
such a pathway, students are enrolled in subject area courses (art, history—social studies,
mathematics, science) in the target language. It is critical that elementary students who
have developed language proficiency in an elementary dual immersion program have the
opportunity for continued language development during the middle school years. These
students exit this pathway generally reaching a proficiency range of Intermediate Mid and
earning a certificate or ribbon of biliteracy. They continue this pathway throughout high
school, earning a Seal of Biliteracy.

Middle school (6/7-8) world languages pathways offer introductory world languages
courses that may be equivalent to the first, second, or even third year of high school study
in schools offering grades six through eight. The goal of a world languages pathway in
grades six or seven through eight is to begin developing linguistic and cultural proficiency
in a second language. As noted previously in this chapter, articulation and alignment of
the curriculum allows for students completing language study during this grade span to
transition into the next logical progression of language study at the high school level.

The language pathway in which a middle school student is enrolled has a significant
impact on their anticipated language proficiency outcome. Figure 3.11 illustrates the
general range of proficiency outcomes for middle school students in varying language
pathways. More information about proficiency ranges and phases can be found in chapter
9 of this framework.
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FIGURE 3.11: Middle School Language Proficiency Outcomes by Pathway

WL Pathway 6/7-8
(Category Il and IV)

WL Pathway 6/7-8 5
(Category | and II)

TK-8 DLI
(Category Il and IV)

TK-8 DLI ﬁi
(Category land II) &
Movice MNovice Intermediate Intermediate
Low High Low Mid
& Presentational Mode m Interpersonal Mode = Interpretive Mode

Text accessible version of figure 3.11

Figure 3.11 clearly illustrates that students who complete longer sequences within a
well-articulated language pathway develop higher ranges of proficiency in the target
language. FLES outcomes were discussed in the subsection titled “Foreign Language in the
Elementary School (FLES)” in this chapter. Outcomes for the FLES program model were not
included in the chart above because implementation of these programs vary from program
to program and proficiency outcomes are impacted by the amount of time students
interact in the target language. Just as in elementary pathways, middle school dual
language immersion pathways offer incentives such as certificates or ribbons of biliteracy
in an effort to promote the continued path toward obtaining the State Seal of Biliteracy at
the high school level.

The following snapshot is an example of the teaching and learning that is possible when
the WL Standards are implemented in a standards-based lesson with middle school
students.
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Snapshot 3.1: Teaching the WL Standards in Grade Eight Japanese

Ms. Watson teaches Japanese in a traditional middle school language
program where students begin studying Japanese in grade six and
continue through grade eight. Most of the students in her eighth-grade
class are nonnative speakers of Japanese. They are generally within
the Novice High proficiency range, but a few are advancing up into the Intermediate
Low range. Since Ms. Watson is the only Japanese teacher at her school, she has the
same students each year. She knows the interests and potential of her eighth-grade
students well.

Ms. Watson is teaching a unit on food and lifestyle to her eighth-grade Japanese
class. The unit guides students to explore what happens when foods or restaurants
are introduced into a culture and how cultures influence each other. Students have
already studied food and preferences, so they have some understanding of the
language and structures that will be used in this unit. The current lesson is in the
beginning of the first part of the unit, which focuses on fast food restaurants in Japan.
Ms. Watson knows this topic is of high interest to her students. On the previous day,
she ended class by mentioning the new unit topic to students. She introduced some
of the new vocabulary by speaking briefly to them about her fast food preferences
and how she feels about fast food (pros and cons) using images and total physical
response. The students were surprised by some of the images and very excited about
the topic.

Prior to the beginning of the class period, Ms. Watson stands just outside of her
classroom door and greets her students in Japanese as they enter. As she greets them,
Ms. Watson interacts with other students (also in Japanese) while they pass on their
way to different classes. She welcomes her students personally, reminds them to sit
down, take out their materials, and check the instructions projected on the board for
the warmup activity. Just before the bell rings, Ms. Watson enters her classroom and
closes the door.

Ms. Watson greets the class in the target language. She then explains, in Japanese,
that before going over the instructions for the warmup, she will point out the lesson
objective and activities that are written on the board. Ms. Watson then tells the
class that the learning objective for today is to discuss in Japanese personal fast
food preferences and pros and cons of eating fast food. She then points out the list
of activities (written in a numbered list under the learning objective) that will guide
students to meet this objective.

Ms. Watson points out that the first activity is the warmup. She then projects
instructions for the warmup while also verbally explaining that students will answer
the questions on the screen: Do you like fast food? Is it healthy or unhealthy?

What are your favorite fast food restaurants? What do you like to eat there? Once
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Ms. Watson knows students understand the instructions, she projects a timer on
the screen and tells students they have three minutes to complete the warmup. As
students work, the teacher circulates around the room.

When the timer goes off, the class stops and looks to Ms. Watson for the next set

of instructions. Students selected a variety of partner configurations using a map of
Japan in the beginning of the year. For example, they may have a Tokyo partner, a
Niigata partner, or a Soka partner. The teacher asks students to find their Soka partner.
She then prompts them to ask and answer the questions from the warmup in small
groups. Ms. Watson asks the partners who are starting to raise their hands. Once they
do, she sets the timer for four minutes, reminds them to speak only in Japanese, and
prompts them to begin. As students share their preferences with their partner, the
teacher circulates around the room to monitor their conversations and keep them on
task. As students finish, they return to their seats.

When the timer goes off, Ms. Watson begins to call on individual students to ask
them the questions from the warmup. She uses class cards to do this, has lively
interactions with five students, and then wraps up the activity. She tells students, “You
talked with one selected partner, and now you will receive a handout and survey four
students in the class about their fast food preferences.” She projects a copy of the
handout on the board and asks students to complete the first column with their own
answers. She gives students two minutes to complete this step and monitors their
progress as they work.

Projection of Handout with Sample Student Answers
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Text accessible version of the Projection of Handout
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Once students complete their responses, Ms. Watson calls on a volunteer to
demonstrate how to complete the second part of the activity by asking the question
in the target language and recording their response and name on the line. Once she
ensures understanding, Ms. Watson projects a timer, tells students she will check on
where they are in four minutes, and has students begin the survey. Again, Ms. Watson
mingles among the students to keep them on task and communicating in the target
language, and to monitor their progress.

Once the time is up, Ms. Watson asks students to share their survey results with the
class. When the class has had some whole group discussion of the survey results, Ms.
Watson asks the students to write three to five sentences (on the back of the handout)
summarizing how fast food relates to their daily life. She projects sentence frames

on the board to support their writing and gives them five minutes to complete this
activity.

When students have finished the writing activity, Ms. Watson assigns students to
groups of three. She gives them thirty seconds to gather their belongings and move
to their group location. Once students are in their groups, the teacher hands out the
pro and con worksheet they will complete for the next step in this lesson. Projecting
the handout on the board, Ms. Watson explains that each group will work together
to brainstorm all of the pros and cons they can think of related to fast food. They

will complete the handout together by listing what they brainstorm as a group. She
reminds them this should happen in Japanese, and that each group will present

their pros and cons to the class using the document camera. While student groups
complete the task, Ms. Watson moves from group to group checking their progress
and supporting students as needed.

Pros and Cons Related to Fast Food

Z7—AbTF—F

Wk I3 banErs 1L

166



CHAPTER 3

When students complete the activity, each group is called to the document camera to
share their pros and cons with the class. Ms. Watson asks students to pop up or stand
each time one of the pros and cons their group listed is mentioned by a presenting

group.
World Languages Standards
WL.CM2.N, WL.CM3.N, WL.CM4.N, WL.CM5.N, WL.CM6.N; WL.CL1.N

High School World Languages Program Models and Outcomes

As students progress through high school, they move from an exploratory stage toward a
more specialized curricular path related to their personal and professional interests and
goals. In this stage of learning and growth, students are developing into young adults who
begin to explore prospective career choices, postsecondary educational paths, and the
world beyond home and the classroom. Extracurricular and job opportunities provide high
school students with real-world settings in which to use the target language and interact
with the target culture.

Traditional High School World Languages Pathway

High school world languages programs traditionally offer a four- or five-year sequence
that prepares students for successful completion of the SAT Subject Tests in the target
language, Advanced Placement (AP), National Examinations in World Languages (NEWL),
International Baccalaureate (IB), or dual enrollment programs (courses where students
earn community college credit at the high school). The goal of grade nine through

twelve world languages pathways is to provide an opportunity for students to begin
developing linguistic and cultural proficiency in a second language. These language-
driven programs culminate with students earning university language course credit by
successfully completing AP exams, the SAT Subject Test, IB, or a dual enrollment course
in the target language. According to research from ACTFL, “the most common program
model for language learning in this country continues to be two years of instruction at the
secondary level. This model limits students to performance in the Novice range” (2012,
12). However, students completing four years of language study within this grade span
potentially demonstrate high enough proficiency levels in the target language to earn the
State Seal of Biliteracy.

High School (9-12) Dual Language Immersion Pathway

The goal of high school (9-12) dual language immersion pathways is to provide
opportunities for students to continue the development of content knowledge in

English and in the target language while deepening their linguistic skills and cultural
competencies in both languages. Program models vary from district to district and may
be referred to as second language academies or may be offered within this grade span as
a developmental bilingual or dual language immersion program. Students participating
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in this pathway are enrolled in at least two target language courses as part of their course
schedule. Generally, they are enrolled in at least one subject area course (art, history—
social science, mathematics, science) taught in the target language. Students in this
pathway generally pass the AP Language Exam in ninth grade, allowing them to begin

the study of a third language and culture beginning in tenth grade or continue their

study of the language in which they were tested. Due to the completion of a long, well-
articulated dual language immersion pathway (TK/K-12), students enrolled in a 9-12 dual
language immersion pathway achieve the highest ranges of language proficiency in the
WL Standards. Students enrolled in a 9-12 dual language immersion pathway typically
develop the language proficiency to be prepared to earn the State Seal of Biliteracy.

High School World Languages and Career Technical Education Pathway

Career technical education (CTE) pathways abound in high schools throughout California.
The goal of a high school (9—-12) world languages CTE pathway is to provide students
the opportunity to complete a multiyear sequence of courses that integrates core
academic knowledge with technical and occupational knowledge while developing
second language proficiency (CDE 2019a). These courses may be taught in the target
language or may be offered in collaboration with the world languages department on
campus. Pathway possibilities include career technical education related to agriculture,
business and marketing, family and consumer services, health careers, and industry

and technology (CDE 2019a). A 9-12 world languages CTE pathway provides students
with a route to postsecondary education and careers and often offers a certification
related to the occupational content studied. Figure 3.12 illustrates the general range of
proficiency outcomes for high school students enrolled in varying language pathways.
More information about proficiency ranges and phases can be found in chapter 9 of this
framework.
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FIGURE 3.12: High School Dual Language Immersion and 9-12 World Languages
Pathways Proficiency Outcomes

Secondary WL (9-12)
(Category Ill and IV)

Secondary WL (9-12)
(Category | and 1)

TK-12 DU
(Category Ill and IV)

TK-12 DU
(Category | and )
Movice Intermediate  Intermediate Intermediate Advanced
High Low Mid High Low
= Presentational Mode m Interpersonal Mode a1 Interpretive Mode

Text accessible version of figure 3.12

Upon completion of the aforementioned world languages program sequences, high school
students are better equipped with the knowledge and skills necessary to be successful as
they move on to postsecondary studies and careers.

Connecting with University-Level Study

Long sequences of language study provide students the opportunity to develop language
proficiency and cultural competence by becoming multiliterate in the TK through grade
twelve setting. World languages pathways that are well articulated from TK/K through
high school provide students a variety of routes to continue the development of second
language proficiency to a functional level. These programs also provide opportunities for
students to complete classes that prepare them for continued language learning at the
college and university level. In some of these courses, students may earn university credit
through completion of the course or passing one of many language exams available.
These programs open the door for California’s language students to expand their language
learning beyond their high school years.
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College and university language pathways support continued language development in a
number of ways. This support includes articulation that builds upon language pathways
completed in TK/K-12, including articulation agreements between districts and local
colleges as well as placement of incoming students into courses that promote their
linguistic development. At the college level, articulation may relate to continued language
study or continuing in a career technical or academic pathway (geology and Chinese

or Japanese, economics and Spanish) that leads to a certification or degree. In addition

to clear articulation, university language pathways include opportunities for students

to major in their choice of language from among numerous world languages offerings.
They also offer majors in fields emphasizing linguistic and cultural expertise, including
advanced degrees in these areas. As part of these pathways, colleges and universities
design study abroad opportunities in order to offer even further linguistic and cultural
development to students. For more information on articulation, see the subsection “TK-12
Language Pathways” in this chapter.

As mentioned throughout the chapter, proficiency outcomes vary depending on a number
of elements, with time on task in the target language being a critical factor in developing
high levels of language proficiency. Figure 3.13 illustrates potential proficiency outcomes
for language learners beginning standards-based language study at different entry points in
K-16 world languages programs. More information about proficiency ranges and phases
can be found in chapter 9 of this framework.

FIGURE 3.13: K-16 General Proficiency Outcomes

Text accessible version of figure 3.13

Source: ACTFL Performance Descriptors for Language Learners (ACTFL 2012a)
It is important to reiterate that the amount of time a learner studies a second language is

a key factor in the amount of time it takes to develop high levels of language proficiency.
Based on the research from the Foreign Service Institute (see the subsection “Time as
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a Critical Element in World Languages Programs” in this chapter), students who begin
language study at the postsecondary level can be expected to reach proficiency ranges
similar to those reached in a 9-12 world languages pathway. However, students who
begin language study early and continue those studies over a long period of time (K-16)
have the potential of reaching the Superior range of proficiency by the time they graduate
from a college or university.

Universities and businesses can support Global CA 2030
by giving students who earn the State Seal of Biliteracy
additional consideration for admission or hiring and by
developing their own Seal of Biliteracy program statewide.
(CDE 2018a)

Characteristics of High-Quality Language Programs

Regardless of the program model, there are specific characteristics that are reflected in
any high-quality language learning model (Olsen 2014). These characteristics include the
following:

= |ntegration of language and culture (chapters 3 and 7)
®  Active engagement and meaningful interaction (chapter 6)

= Contrastive analysis to build linguistic and cultural diversity within an affirming
climate (chapters 6 and 12)

®  Standards-aligned curriculum and high-quality instruction that expose students to
authentic language models and texts (chapter 5)

® Valid and appropriate assessment (chapter 10)

m  Age-appropriate instruction differentiated and scaffolded for different ranges of
language proficiency and ability levels (chapters 2, 6, 7, and 8)

= Systemic professional development and support for teachers (chapter 11)
= Use of technology integrated into teaching and learning (chapter 11)

For further discussion of the above characteristics of high-quality language programs, see
the specific chapter of this document listed in parentheses.

Heritage Language Instruction

Heritage language instruction is most often defined as an approach to teaching heritage
language speakers, individuals who were born in the United States or who entered
schools as young children and whose learning of their heritage language occurred in the
United States with family and within monolingual or bilingual communities. The term
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“heritage language instruction” may also be extended to the education of deaf children
using American Sign Language who live in English speaking communities with cultures
of the United States. Heritage language instruction is most often delivered in courses that
address language, culture, and content, tailored to student proficiency profiles, and less
effectively as differentiation in courses for nonnatives whose communicative and cultural
proficiencies closely match their heritage speaker classmates. The communicative and
cultural skills of heritage language speakers may be informal, most often related to familiar
household and neighborhood settings. It is useful to note that many heritage speakers
attend weekend or after school programs in their heritage languages that may include the
study of the heritage culture or, in the cases of Arabic and Hebrew, the study of religious
texts. The knowledge and skills gained from this study may be used by public school
teachers when considering how to plan in response to students’ profiles of strengths and
weaknesses.

When developing programs targeted to heritage language speakers, it is necessary to
distinguish them from native speakers who were raised in foreign countries. Native
speakers often communicate in a wide range of contexts in culturally appropriate ways.
When native speakers are educated outside of the United States, they are likely to have
well-developed linguistic skills, literacies, and academic content knowledge. A further
distinction is made for receptive bilinguals, students who understand the target language
and much informal culture but communicate minimally in speech or writing. Finally,
heritage language instruction has been used by communities where heritage language
learners may possess very limited communicative or cultural proficiencies, but are linked
through family, community, or tribe to a language and culture of their heritage. Effective
programs consider student proficiency profiles, develop students” cultural and academic
content knowledge, and design instruction with students’ current abilities and potential in
mind.

Heritage speakers or signers are typically English-dominant bilinguals who were born
and educated in the United States. Their use of the target language is most often limited
to familiar household and neighborhood situations. They are able to function in most
informal and some formal settings. When listening or viewing, heritage speakers or
signers can understand the main ideas and most supporting details on informal topics and
can comprehend in some formal situations. Their strengths are evident in their ability to
understand when listening to or viewing target-language content. As they interact with
written texts, and with practice, they begin to develop similar proficiency in reading.
When speaking or signing on informal topics, heritage speakers or signers can ask

and answer questions as well as narrate, describe, and explain. Their speech or signed
communications are coordinated through strings of sentences, and with practice they
learn to communicate in paragraph-level discourse. Students” writing proficiency mirrors
their proficiency in speech; however, with limited control of the spelling system their
messages tend to be less intelligible. Content appropriate for heritage speakers or signers
focuses on cultural products, practices, and perspectives that clarify the experiences of
learners in bilingual and bicultural communities. Over time, this content moves to the
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background as learners explore more deeply the history, geography, and current life of
individuals in monolingual communities where the language is spoken and the culture is
manifest.

Effective practices include the use of proficiency profiles of heritage speakers and signers
to establish goals for performance.

Proficiency Profiles for Heritage Learners: Listening or Viewing

When listening or viewing in the target language, heritage speakers or signers can
understand the main ideas and most supporting details on informal topics. Often, they
have difficulty comprehending in formal situations.

Proficiency Profile: When designing activities to develop proficiency in listening or
viewing, prepare Advanced level tasks with Intermediate level content.

Performance Target: After one year of instruction, it is expected that most learners will be
able to perform within the Intermediate High/Advanced Low Range when demonstrating
proficiency in listening or viewing.

Proficiency Profiles for Heritage Learners: Reading

The reading ability of heritage speakers is substantially below their performance in
listening since many of these students have not had the opportunity to interact with target
language content in written texts.

Proficiency Profile: When designing activities to develop proficiency in reading, prepare
Intermediate level tasks with Intermediate level content.

Performance Target: After one year of instruction, it is expected that most learners will be
able to perform within the Intermediate High Range when demonstrating proficiency in
reading.

Proficiency Profiles for Heritage Learners: Speaking and Signing

When speaking or signing on informal topics, heritage language users can ask and
answer questions as well as narrate, describe, and explain. They coordinate ideas through
strings of sentences and with practice learn to speak and sign in coherent and cohesive
paragraph-level discourse.

Proficiency Profile: When designing activities to develop proficiency in speaking or
signing, prepare Advanced level tasks, with Intermediate level content and text types.

Performance Target: After one year of instruction, it is expected that most learners will be
able to perform within the Intermediate High/Advanced Low Range when demonstrating
proficiency in speaking or signing.

Proficiency Profiles for Heritage Learners: Writing

The writing proficiency of heritage speakers mirrors their proficiency in speech although
limited control of the spelling system makes their messages less intelligible.
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Proficiency Profile: When designing activities to develop proficiency in writing, prepare
Advanced level tasks, with Intermediate level content and text types, and Novice level
expectations for accuracy.

Performance Target: After one year of instruction, it is expected that most learners will
be able to perform within the Intermediate High range when demonstrating proficiency
in writing. Native speakers are frequently target-language dominant monolinguals,

or bilingual English speakers who often were educated in a country where the target
language is spoken. They progress rapidly in courses for heritage/native speakers since
they tend to have well-developed language skills and content knowledge. This group of
learners can function in informal and many formal settings. When listening and reading
about formal academic topics, they can understand the main ideas and most supporting
details. Students in secondary programs need support from their teachers to understand
oral or written texts that address aspects within the Superior range of proficiency,
specifically those on abstract or technical topics. As with materials at lower levels of
proficiency, teachers will develop activities that break the multiparagraph texts of the
Superior range into simple paragraphs and sometimes strings of sentences and will use
concrete language to make abstract topics comprehensible.

When speaking on formal topics, native speakers are able to produce strings of sentences.
They have difficulty stating and supporting opinions since the language of most native
speakers in secondary schools falls within the upper end of the Intermediate range

of proficiency. Support for developing learner proficiency requires teachers to design
activities where students link strings of sentences first into a well-developed paragraph and
subsequently into well-developed paragraphs. Their written language is comprehensible
since their production demonstrates increasing control of less common structures and
more precise vocabulary. Communication is principally through strings of simple written
paragraphs. Content appropriate for this group of learners focuses on the universal topics
of public interest. Instruction provides opportunities to explore these topics from multiple
perspectives and, when appropriate, to acquire knowledge of the English-speaking world
of the United States.

Receptive bilingual students learn best in courses that build upon their understanding
while supporting their production. The receptive abilities of these students range from
comprehension of words to simple sentences. To further develop their communicative
proficiency, attention is focused on enhancing understanding in both listening and
reading and on producing language in speaking and writing. These students benefit from
a curriculum that derives its practices from work with heritage and nonnative speakers.
Students profit from exploring bilingual and bicultural topics as well as learning about
features of the target culture that they have not experienced due to their Novice level
communicative proficiency. Additionally, they grow from learning academic content
through the heritage language and need a great deal of meaningful and personalized
guided practice to begin to produce the heritage language they understand.
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Heritage learners are connected to communities that see the target language and its
cultures as central to its identity. They may have no linguistic or cultural proficiency,
or may be either receptive bilinguals or heritage speakers. Effective curricular design,
materials development, instructional practice, and assessment match the profile of
the learner within the ranges of proficiency described in California’s World Languages
Standards. Guided by the outcomes the standards call for, teachers design activities
to develop their students” communicative and cultural proficiency, academic content
knowledge, and literacy.

Optimal programs for native speakers, heritage speakers, receptive bilinguals, and heritage
learners build upon the knowledge, skills, and experiences that students bring to the
classroom and maximize the use of authentic materials as sources of reference and input.
They provide language-use experiences that expand learners’ knowledge using current
media that are relevant, meaningful, and likely to promote continued study of the heritage
language and its broad range of cultures. They prepare students to use language for real-
world and academic purposes in culturally appropriate ways and provide systematic
support to increase control of formal language necessary to function in the broadest range
of situations, develop high levels of self-esteem, and eliminate stereotypes.

Using a thematic approach that highlights the heritage cultures within and beyond

the United States, programs use authentic materials to expose students to a variety of
content areas and situations that prepare them to use the heritage language in the world
beyond the classroom. In order to promote continued study of the heritage language
and its cultures and foster a strong sense of identity and a high level of self-esteem,
teachers choose topics that help students to see themselves in professional roles in an
increasingly interdependent technological world. They design activities using thought-
provoking, authentic audio, video, and written texts, and deliver them in a safe and
welcoming environment, in order to engage students with issues of universal interest,
stimulate intellectual discussions, promote reflection, and challenge personal beliefs.
Teachers design activities to raise student awareness and challenge them to analyze their
environment, explore possibilities, and reflect on choices and consequences. Activities
differentiate content, process, and products and lead to students” ability to innovate, think
critically and creatively, demonstrate flexibility and adaptability, and solve problems.

Teachers begin instructional units with essential questions that establish their purpose and
guide student exploration of topics that address a variety of their aspects. They determine
enduring understandings and skills that students will remember and use long after the
course has ended. They ensure that the activities that follow respond to student differences
in readiness, interest, and learning profiles and develop the knowledge and skills students
need in order to respond to the essential questions. Units may contain proverbs, idioms,
sayings, quotes, songs, works of art, and short or full-length films or documentaries that
reflect unit themes and stimulate further exploration in folklore, music, art, and cinema.
Some authentic texts present aspects of the topic and feature grammatical elements
necessary to respond to the essential question. Activities designed for student discovery
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of aspects of the target language provide contextualized practice necessary to address the
essential questions.

Teachers can use additional literary and nonliterary texts (such as personal reflections,
poetry, short stories, drama, essays, newspaper articles, and editorials) to introduce the
major dialects of the target language and further develop unit themes. These resources
also provide opportunities to engage students in real-world and academic tasks related

to the essential question for the unit. Throughout the unit, teachers provide students
opportunities to investigate demographic data, current events, history, science, art, music,
and the literature and cultures of heritage language communities in the United States

and abroad and to hone their internet research and presentational communication skills.
Before beginning subsequent units, students reflect on learning, on how activities respond
to their current abilities and interests, and on how knowledge and skills can be used in the
world beyond the classroom.

In line with the WL Standards, effective programs for native speakers, heritage speakers,
receptive bilinguals, and heritage learners provide students with opportunities to

® participate in Interpretive, Interpersonal, and Presentational communication in a
variety of situations and for multiple purposes;

= interact with cultural competence and investigate, explain, and reflect on
perspectives that underlie cultural products and practices;

= connect with other disciplines, evaluate information, and acquire knowledge
and diverse perspectives from target-language sources in order to function in
academic and career-related settings;

= develop insight into the nature of language and culture and, as a result, increase
the ability to interact with linguistic proficiency and intercultural competence;

®  participate in multilingual communities in the United States and abroad;

= use technology to collaborate with others and research, produce, publish, and
present knowledge supported by digital media adapted to various audiences of
listeners, readers, or viewers; and

® innovate, think critically and creatively, demonstrate flexibility and adaptability,
and solve problems.

Vignette 3.2 is designed for heritage learners enrolled in a second-year high school course
in Spanish for heritage speakers. It exemplifies many of the principles described in this
section. Specifically, it features a thought-provoking short story used to challenge students
to analyze their environment, explore possibilities, reflect on choices and consequences,
think critically and creatively, demonstrate flexibility and adaptability, and solve problems.
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Vignette 3.2: Do You Want to Get Rabid with Me?

Mr. Sdnchez teaches a second-year course in Spanish for Spanish
Speakers in an urban school district in Los Angeles County. This unit
is designed to address the violence in his students’ lives and provide
options for reducing violence in the community. When he begins a
new unit, he shares his goals with his students. In this unit, students learn to

= reflect on the violence that exists in our society and how it affects our daily
lives (WL.CNT1.A, focus on factual topics of public interest);

= identify the factors that contribute to the increasing levels of violence in our
society (WL.CM1.A, understand main ideas and supporting details);

®  propose programs to prevent violence among adolescents (WL.CM3.A, use
paragraph-level discourse); and

®  familiarize themselves with the forms and uses of the imperfect subjunctive
(WL.CM5-6.A, use knowledge of sentence-level elements in major time
frames).

As the previous unit ends and this unit begins, students select and complete one of
the following activities based on their interests and academic strengths. Students
either

®  |ocate statistics or numerical information that shows the impact of violence
on society;

= |ocate or produce pictures or drawings that show the impact of violence on
society;

® |ocate or create a dance (movement) that shows the impact of violence on
society; or

® |ocate or produce a song or rhythm that shows the impact of violence on
society.

The instructor posts student products on the wall as the previous unit ends and this
unit begins. Students participate in a gallery walk and share the data they collected
with their classmates.

The instructor asks students to write about the type of violence that is common where
they live and indicate how it affects their lives. When they have finished, students
share their ideas in groups of four. Students select the most powerful story to share
with the class.

In another group configuration, students respond to the following questions:
= Do you have a dog at home?
= What are the advantages and disadvantages of having a dog?
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Have you ever been bitten by a dog?

Do you know someone who has been bitten by a dog? If so, what was your
first worry?

How did the owners of the dog react?

Students work in groups of three and write what that they know about rabies
including symptoms, period of incubation, and forms of infection. The instructor
leads the class in a whole-group discussion.

The instructor plays audio segments, parts one through four of the short story “Do You
Want to Get Rabid with Me?” each segment several times. Students respond to the
prompts individually and then work with a partner or in small groups to verify their

answers.

Part 1

m e a0 T

Part 2

Part

o w0 a0 T

Mr. Sanchez uses three types of questions to model the listening process:
questions/prompts in an italicized font to predict the content of the story;

questions/prompts in normal font that focus on main ideas and supporting
details; and

questions/prompts in bold font that target interpretation.

What do you think the story is about? Why do you think so?

What happened to the friend of the narrator?

Why did the farmer say that the dog wasn’t his?

Describe the dog’s appearance.

How did the farmer’s daughter explain the appearance of the dog?
Why didn’t the narrator and his friend believe the farmer?

What do you think is going to happen? Why do you think so?
How did the narrator’s friend react?

What did the farmer’s daughter do to her father?

What did the neighbors do?

How did the daughter respond to the pleas of the priest?

What do you think is going to happen next? Why do you think so?

Why does the narrator return to the village after a year?
Why did he respond to the dog with caution?
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Part 4
a. What do you think is going to happen next? Why do you think so?

b.  What does the author mean by: it is an abulic animal, but he protects the
sacristy well and never bites a good Christian?

c. What really happened in the story?
Mr. Sdnchez uses the following steps to guide students in the reading process:

a. Asks students to read the interpretation questions that follow the selection in
order to know what tasks they will need to accomplish.

b.  Has students work in pairs and use context clues to determine the meaning
of unknown vocabulary. He provides support with targeted vocabulary,
using a matching format with target words and contextually determined
definitions, as can be seen in the following vocabulary box with Numbered
Options and Lettered Options columns.

c. Allows students to choose to respond to the questions at the end of the story
as they read or wait to complete their responses after they are certain of the
meaning of the vocabulary and have read the selection a second time.

Mr. Sanchez is very aware of the need for students to interact with texts multiple
times. At this point, students will have listened to the text twice and will have read
the text twice.

Do You Want to Get Rabid with Me?  Gonzalo Suédrez — Oviedo, Spain
Part 1

While passing by a farm, a dog bit my friend. We entered to see the farmer and asked

him if the dog was his. In order to avoid complications, the farmer said that it was not
his.
“Then,” my friend said, “lend me a sickle to cut off his head, since | need to take it to

the Institute so that they can analyze it.”

At that moment the farmer’s daughter appeared and asked her father not to let us cut
off the dog’s head.

“If the dog is yours,” my friend said, “show us proof that it is not rabid.”

The farmer entered in the farm and remained there a long time before he appeared.
Meanwhile, the dog approached us and my friend said:

“I don’t like the appearance of that animal.”

In fact, the dog was drooling and its eyes looked as if they were burning in their
sockets. It even had difficulty moving.

“A few days ago,” the farmer’s daughter said, “the dog was hit by a bicycle.”
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The farmer told us that he didn’t find the certificate of vaccination.
“l must have lost it.”

“The life of a man may be in danger,” | interjected. “Tell us, truthfully, if the dog was
vaccinated or not.”

The farmer lowered his head and murmured.
“It's healthy.”

| noticed that my friend became pale and with good reason. That panting animal did
not inspire confidence.

“Its tongue is hanging out and its hind paws are paralyzed,” | observed.

“| already told them about the bicycle accident!” the farmer’s daughter shouted with
suspicious rapidity.

“All dogs have their tongues hanging out,” said the farmer. “It’s very hot.”
“Do you think the dog is thirsty?” | asked.

“Probably.”

“Give it something to drink,” | said.

The farmer’s daughter brought a ladle filled with water. She approached the dog and
put the ladle in front of it. The animal was slumped on the ground; its eyes were
glassy. 1t didn't drink.

“This dog is sick!” exclaimed my friend.
“No. It's thirsty,” said the farmer stubbornly.

The farmer’s wife went out of the house and told us, with very poor manners, that she
was not going to pay for the ripped pair of pants.

“It's not about the pair of pants,” | responded. “It's about something more serious.”
“The dog is rabid!” my friend shouted. “You have just killed me!”
“Then why did you get close to the dog?” asked the farmer’s wife.

“| bet it thought you wanted to rob us,” added the farmer’s daughter.
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Numbered Options Lettered Options

1. sickle a. cavity that holds the eyes

2. analyze b.  without color

3. proof c. certificate of vaccination

4.  meanwhile d. encourage

5. appearance e. large spoon used to serve soup

6. drooling f.  look

7. sockets g. semicircular knife

8. certificate of vaccination h.  proof

9. murmured i. said in a soft voice

10. pale j. covered with a film

11. panting k. at the same time

12. inspire |.  breathing heavily

13. paralyzed m. could not move

14. ladle n. lifeless

15. slumped o. complete a series of tests

16. glassy p. saliva was coming out of its mouth
Part 2

Then my friend jumped on top of the farmer’s daughter and bit her brutally in the
neck, without giving us time to stop him.

“Now your daughter will share my fate!” he announced, triumphant, and |
understood that he was about to lose his mind.

The young woman began to whimper, and the mother to scream:
“Criminal! Criminal!”

In vain | tried to calm them. The farmer grabbed a club and advanced threateningly
toward my friend.

Then my friend let out a bone-chilling roar, and the farmer maintained a safe
distance.

“Bring the rifle,” ordered the farmer’s wife.

While | tried to stop the farmer’s wife, his daughter jumped on top of her father and
bit him on the wrist until he bled.
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“What have you done? What have you done?” exclaimed the farmer, looking

horrified at the wound. He threw down the club and jumped into the well. We all
heard him fall.

| began to scream for someone to help us and a young man from a neighboring farm
appeared. When he heard the cries of the farmer’s wife, he escaped and announced
to the four winds: “They’re rabid! They're rabid!”

Soon some of the neighbors responded and climbed on to the roofs of the buildings
next to the farm to watch the scene. | tried to get close to one of the buildings and
they threw rocks at me.

Meanwhile my friend had bitten the farmer’s wife and his daughter was dragging
herself around the well howling. The farmer’s wife was coming toward me, showing
me her teeth with ferocity. | was faster than she was and | jumped the fence. From
the other side | tried to help my friend regain his sanity. Still insane, he was attacking
the neighbors on the roof. The neighbors received him with rocks, but instead of
seeking refuge, he began to climb the rain gutter and the neighbors escaped fearful.
Some fell from the roof and escaped barely limping. With shrieks of horror | begged
someone to call the authorities. Then | saw with horror that the farmer’s wife was
carrying a hoe. | called her trying to distract her, but | could not prevent her from
striking my friend’s head and opening it. That monstrous crime made me crazy and

| went after the farmer’s wife ready to strangle her, without realizing that it would
have been impossible. Fortunately, she did not see me, because she was involved in
a labor of destruction: breaking the doors and windows of the house. Then the priest
arrived and from the other side of the fence invoked the name of God and the Holy
Virgin. He didn’t have time to do anything else since he was immediately attacked
by the farmer’s daughter, who followed him a good distance, up to the road. Upon
seeing the priest in danger, a hidden neighbor fired and killed the farmer’s daughter.

The authorities arrived and ordered us to turn ourselves in without resistance. | did
happily but the farmer’s wife hid in the farm and no one was able to make her leave.

“We'll have to wait until she dies alone,” they said.

Suddenly we saw the farm begin to burn and the priest began to organize the
neighbors to put out the fire but no one dared to get close to the house.

Part 3

After a year, | had to return to that village because my friend’s widow wanted to
celebrate the six masses for the eternal rest of her husband in the place where he
died. The priest was quite friendly and since he noticed that | was watching his dog
with certain fear, he asked:

“You don’t like animals?”
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“Yes, of course,” | responded, “but this dog reminds me of the one that began the
tragedy. It must be the same breed.”

Part 4

“It's the same dog,” he said, and he added with pride, “It's an abulic animal, but he
protects the sacristy well and never bites a good Christian.”

Recall that questions/prompts in bold font target interpretation.
1. What made the narrator’s friend think that the dog had rabies?

2. Why do you think that the farmer was not nicer to the narrator and his
friend?

3. Do you think that the dog had rabies? Explain your answer.

4. Why did the narrator’s friend bite the farmer’s daughter?

5. Why did the farmer’s daughter bite her own father?

6. Why did the farmer jump into the well?

7. Why do you think that the neighbors didn’t help to resolve the situation?
8. What is the irony of the story?

9. What caused this tragedy? Who was the guilty party?

10. What was the author of the story trying to communicate with the story?
11. Did you like the story? Why?

Mr. Sdnchez puts students into groups of four, and asks that they write a conversation
among the farmer, his daughter, the narrator, and his friend where the problem is
resolved peacefully. Students read their conversations to the class and point out
advantages and disadvantages to the solutions.

Mr. Sadnchez knows that students learn to understand and produce grammatical
forms best when learning happens in context. He provides the following “real-world”
scenario and samples from the story to focus his students’ attention on the forms and
uses of the imperfect subjunctive.

The narrator was so moved by what happened to his friend that he decided to tell
everyone what happened so that young people realize that violence creates more
problems than it solves. Unfortunately, each time he relives the events he modifies
them to create a more powerful story.

Mr. Sdnchez asks students to work in pairs, read the events identified by the narrator,
and identify those that are not true.

a. The farmer’s daughter asked that her father not permit us to cut off the dog’s
head.

b.  The farmer insisted that his wife bring the rifle in order to kill us.
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| began to scream so that someone would come to help us.
| begged my friend not to continue doing crazy things.

The neighbors clamored for the violence to end.

| screamed for them to inform the authorities.

The priest wanted there to be peace.

S@ -0 oo

The priest organized the neighbors in order to put out the fire.

i It was incredible that the farmer’s wife didn’t die since when | saved her she
was all burned.

j- The authorities ordered us to turn ourselves in without resisting.
k. My friend’s wife begged me to return to the village to celebrate six masses.

|. The priest received us in a friendly fashion as if he realized that | was
watching his dog with fear.

m. If | could, I would kill that dog who caused the tragedy.

Mr. Sadnchez reminds students that the subjunctive mood reflects a desired action,
situation, or event that is beyond the control of the speaker. (/t’s terrible that there is
so much violence today.) The past subjunctive and the present subjunctive use the
same structure. They differ in that the action, situation, or event occurs in the past or
in the present. The teacher uses the following examples to highlight the differences
between present and past:

Present: My daughter doesn’t want them to cut off the dog’s head.
Past: My daughter didn’t want them to cut off the dog’s head.
Present: | beg you to calm down.

Past: | begged you to calm down.

Mr. Sdnchez has student groups use the sentences from the previous activity and
their knowledge of Spanish to complete the following chart with the forms of the past
subjunctive. They use the forms from the chart to help them generate the balance of
the missing forms.

Infinitivo \ o) Nosotros Ta El/Ella/Usted Ellos/Ellas/
ud.) Ustedes (Uds.)

Infinitive We You He/She/You They/You

permitir permitiera

to permit | permitted
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Infinitivo

Infinitive

Nosotros

We

Ta

You

El/Ella/Usted
(Ud.)

He/She/You

Ellos/Ellas/
Ustedes (Uds.)
They/You

cortar

to cut

cortaramos

cut

venir

to come

vinieras

came

avisar

to advise

avisara

advised

apagar
to turn off

apagaran
turned off

continuar

to
continue

continuara

continued

morir
to die

murieras

died

entregar

to deliver

entregdramos

delivered

devolver

to return

devolviera

returned

dar

to give

diéramos

gave

ser
to be

fueras

Were

traer

to bring

trajera
brought

decir
to tell

dijeran
told
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Mr. Sanchez uses the following questions to focus his students on salient elements in
the chart.

1. What form of the verb has a written accent?
2. What are the endings of -a- verbs?
3. What are the endings of -e- verbs?
4. What are the endings of -i- verbs?
5

What do you notice about the root of verbs with a stem change in the
present?

6. What do you notice about the endings of the verbs “to bring” and “to tell”?

Mr. Sdnchez tells students that the past subjunctive is always used after “as if” (como
si) as in the following sentences from or aligned to the story:

They behaved as if they were crazy.

The priest received us in quite a friendly fashion as if he knew that | was observing
his dog with concern.

Today people behave as if violence is the only way to resolve problems.

Mr. Sdnchez also tells students that the past subjunctive is used after “if” when the
idea, action, or event does not reflect reality as in the following sentences aligned to
the story:

If 1 could (but | can’t), | would kill the dog that caused the tragedy.
If people thought (but they don't) before they act, there would be less violence.

Mr. Sdnchez knows that students learn to produce new grammatical forms when
they practice them in context. He asks his students to think about when they

were in middle school and complete the following sentences with the rules and
recommendations that their parents and family made. Students share their responses
with a partner.

When | was in middle school, my parents ...
didn’t allow me to ...

didn’t want me to ...

asked me to ...

told me to ...

liked it when I ...

Students continue to practice by thinking about their teachers in elementary school
in order to complete the following sentences. Then they share their answers with a
partner.
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In elementary school, my teachers ...
recommended that we ...

asked us to ...

insisted that we ...

said that it was important or necessary that we ...

Mr. Sdnchez’s students continue to practice using these sentence starters:

There would be less violence if ...
1.

2
3.
4.
5

People would get along better if ...
1.

2

3.

4.

5
After the students complete their practice, Mr. Sdnchez has them work independently
to describe a situation in which they or someone that they know has been involved

in or seen a violent situation. Students describe in detail the consequences and what
could have been done to change the outcome.

Mr. Sdnchez has students form groups and create short presentations where they
describe the circumstances under which it would be acceptable to respond to a
situation with violence. Student groups participate in a debate on their points of view.

Mr. Sanchez prepares the following Integrated Performance Assessment with the
following components:

Receptive Task (Interpretive and Interpersonal): You are the leaders of your
community and belong to an antiviolence organization. One of the tasks of
the group is to outline the principal factors that contribute to violence in our
society. Produce your list and cite your sources.

Productive Task (Interpersonal and Presentational): You are a member of a
committee that works to prevent youth violence. The government has given a
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sum of money to develop a prevention program. Write what your committee
plans to do to solve the problem that you identified in the previous activity.

Mr. Sdnchez always ends an instructional unit by asking his students to reflect on
their learning in the following ways. He asks his students

= what were the most important things they learned in the unit;
= what activities supported their learning;

®m what activities were less useful;

= what activities were most enjoyable; and

= what knowledge and skills have they been able to use outside of the
classroom.

Source: Adapted from “Teaching Spanish to Spanish Speakers: A Common Core Approach”
(Zaslow 2013)

Conclusion

California’s rich linguistic and cultural diversity provides the backdrop for the state to lead
the way in offering multilingual world languages pathways for students from transitional
kindergarten to postsecondary studies. The state offers thousands of language programs

in more than twenty of the world’s languages, all of which provide multiple opportunities
for graduating seniors to earn the Seal of Biliteracy. With initiatives like Global California
2030, pathways to multiliteracy are expected only to grow in the coming decade.

This chapter provides a vision for California’s public schools to produce a multilingual,
multiliterate population of students who attain high ranges of linguistic and cultural
proficiency. The information in this chapter details how long sequences of well-articulated
language pathways offer multiple entry points for language learners across the state to
develop the functional language skills and cultural knowledge needed to participate in the
global workforce.
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Text Accessible Descriptions of Graphics for Chapter 3
Figure 3.2: K-12 Second Language Pathways and Proficiency Outcomes

This figure shows the anticipated proficiency range outcomes in each mode of
communication for the variety of world languages pathways. These outcomes are listed in
a series of eight rows, one row for each pathway and language category.

Row one shows that students enrolled in a category one and two DLI pathway that begins
in grade TK/K and continues through grade 12 can be expected to develop up to an
Advanced Low range in all modes of communication.

Row two shows that students enrolled in a category three and four DLI pathway that
begins in grade TK/K and continues through grade 12 can be expected to develop up to an
Advanced Low range in the Interpretive mode of communication and Intermediate High in
the Interpersonal and Presentational modes.

Row three shows that students enrolled in a category one and two world languages
pathway that begins in grade 6 and continues through grade 12 can be expected to
develop up to an Intermediate High range in all modes of communication.

Row four shows that students enrolled in a category three and four DLI pathway that
begins in grade 6 and continues through grade 12 can be expected to develop up to an
Intermediate Mid range in the Interpretive and Interpersonal modes of communication and
Intermediate Low in the Presentational mode.

Row five shows that students enrolled in a category one and two world languages pathway
that begins in grade 9 and continues through grade 12 can be expected to develop up to
an Intermediate Mid range in the Interpretive and Interpersonal modes of communication
and Intermediate Low in the Presentational mode.

Row six shows that students enrolled in a category three and four world languages
pathway that begins in grade 9 and continues through grade 12 can be expected

to develop up to a Novice High range in the Interpretive mode of communication,
Intermediate Low in the Interpersonal mode, and Novice High in the Presentational mode.

Row seven shows that students enrolled in a category one and two FLES world languages
pathway that begins in grade TK/K and continues through grade 8 can be expected

to develop up to a Novice High range in the Interpretive mode of communication,
Intermediate Low in the Interpersonal mode, and Novice High in the Presentational mode.
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Row eight shows that students enrolled in a category one and two FLES world languages
pathway that begins in grade TK/K and continues through grade 8 can be expected to
develop up to a Novice High range in in all modes of communication. Return to figure
3.2.

Figure 3.5: The Dual Language Instruction 90:10 Program Model

This figure shows a bar graph of a traditional DLI 90:10 program where students begin
TK/K with 90 percent of instruction in the target language with increasing English
instruction until academic work and literacy are at a 50:50 ratio. The bar graph shows
instruction in the target language is 90 percent and 10 percent English in TK and K, 80
percent and 20 percent English in first grade, 70 percent and 30 percent English in second
grade, 60 percent and 40 percent English in third grade, and then 50 percent each in the
fourth grade and beyond. Return to figure 3.5.

Figure 3.11: Middle School Language Proficiency Outcomes by Pathway

This figure shows the anticipated proficiency range outcomes in each mode of
communication for middle school world languages pathways. These outcomes are listed in
a series of four rows, one row for each pathway and language category.

Row one shows that students enrolled in a category one and two DLI pathway that
begins in grade TK/K and continues through grade 8 can be expected to develop up to an
Intermediate Mid range in all modes of communication.

Row two shows that students enrolled in a category three and four DLI pathway that
begins in grade TK/K and continues through grade 8 can be expected to develop up to an
Intermediate Low range in the Interpretive mode of communication, Intermediate Mid in
the Interpersonal mode, and Intermediate Low in the Presentational mode.

Row three shows that students enrolled in a category one and two world languages
pathway that begins in grade 6/7 and continues through grade 8 can be expected to
develop up to an Intermediate Low range in the Interpretive and Interpersonal modes of
communication and Novice High in the Presentational mode.

Row four shows that students enrolled in a category three and four world languages
pathway that begins in grade 6/7 and continues through grade 8 can be expected to
develop up to a Novice High range in the Interpretive and Interpersonal modes of

communication and Novice Low in the Presentational mode. Return to figure 3.11.

Projection of Handout with Sample Student Answers

The table in this snapshot is an example of a handout to guide students as they list and
later discuss fast food preferences. The text is in Japanese. The title of the table translates to
“Fast Food.” The table contains two columns where students list their preferences. The title
of the first column translates to “Good Places” and the title of the second column to “Bad
Places.” Return to Projection of Handout.
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Figure 3.12: High School DLI and 9-12 World Languages Pathways
Proficiency Outcomes

This figure shows the anticipated proficiency range outcomes in each mode of
communication for high school world languages pathways. These outcomes are listed in a
series of four rows, one row for each pathway and language category.

Row one shows that students enrolled in a category one and two DLI pathway that begins
in grade TK/K and continues through grade 12 can be expected to develop up to an
Advanced Low range in all modes of communication.

Row two shows that students enrolled in a category three and four DLI pathway that
begins in grade TK/K and continues through grade 12 can be expected to develop up to an
Advanced Low range in the Interpretive mode of communication and Intermediate High in
the Interpersonal and Presentational modes.

Row three shows that students enrolled in a category one and two world languages
pathway that begins in grade 9 and continues through grade 12 can be expected to
develop up to an Intermediate Mid range in the Interpretive and Interpersonal modes of
communication and Intermediate Low in the Presentational mode.

Row four shows that students enrolled in a category three and four world languages
pathway that begins in grade 9 and continues through grade 12 can be expected

to develop up to a Novice High range in the Interpretive mode of communication,
Intermediate Low in the Interpersonal mode, and Novice High in the Presentational mode.
Return to figure 3.12.

Figure 3.13: K-16 General Proficiency Outcomes

This figure shows the general proficiency outcomes for language learners completing
various world languages pathways from kindergarten through 16 (or university study).
The chart is organized by three columns for the major proficiency ranges: Novice,
Intermediate, and Advanced. Beneath the column heading are six rows by grade spans.
Each grade span depicted ends within a distinct proficiency range.

Row one shows that a 9-10 grade span will generally result in a Novice High proficiency
range.

Row two shows that a 9—12 grade span will generally result in an Intermediate Low
proficiency range.

Row three shows that a 6-12 grade span will generally result in an Intermediate Mid
proficiency range.

Row four shows that a 3-12 grade span will generally result in an Intermediate High
proficiency range.

Row five shows that a K-12 grade span will generally result in an Advanced Low
proficiency range.

Row six shows that a K-16 grade span will generally result in an Advanced High
proficiency range. Return to figure 3.13.
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Chapter Overview

CHAPTER OBJECTIVES
By the end of this chapter, readers should be able to:

O Identify the components of the WL Standards
O Identify how the coding system of the standards works

[ Describe how the WL Standards are aligned to state and national research-based
publications

[0 Describe the value of developing communicative, cultural, and intercultural
proficiency and global competence

[0 Describe how to develop student multiliteracy and higher-order thinking skills

Introduction

The World Languages Standards for California Public Schools (WL Standards) is a
document intended to inform current and future teachers, school administrators,

parents and guardians, and students about planning and instruction, professional
development, and advocacy related to the curricular area of world languages education.
World languages educators are encouraged to develop awareness of other content area
standards, such as the California Common Core State Standards: English Language Arts
and Literacy in History/Social Studies, Science, and Technical Subjects (CA CCSS for
ELA/Literacy), the Next Generation Science Standards for California Public Schools, and
the History—Social Science Content Standards for California Public Schools (History—
Social Science Standards), among others. As a result of world languages study, students
are prepared to investigate the world, recognize perspectives distinct from their own,
communicate ideas to diverse audiences, and plan and take collaborative action to benefit
the world at large.

World languages education focuses on students learning language, culture, and content
through a language other than English. Communication is the primary goal. The skills

that students learn in world languages classrooms transfer naturally across languages.

A particular benefit to students of world languages is the fact that the early stages of
language learning are supported by skill building, which provides support for California’s
most needy students. Examples of skill building include reading for main ideas, identifying
supporting details, using strategies to manage conversations, writing with sentence frames,
and presenting information for a variety of audiences and purposes.

The most fundamental contribution of world languages instruction is the development
of skills that allow students to interact in culturally appropriate ways based on their
knowledge of products, practices, and perspectives of the target cultures. Students learn
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and use intercultural skills in diverse settings and with individuals of a wide variety of
cultures. As a result, they learn to think critically and transcend borders with available
technologies to solve problems while collaborating with others.

Another important contribution of world languages instruction is in making connections
to other disciplines and to diverse perspectives from the target cultures. The strength of
elementary world languages programs lies in the teaching of content through the vehicle
of the target language. Secondary world languages teachers recognize that the content of
other subject areas can be incorporated into thematic units in order to enhance content
knowledge and provide unique perspectives for students as they connect with target
culture communities around the world.

Students of world languages develop proficiency in language over time, progressing across
the continuum from Novice through Superior and beyond. It is important for all teachers,
administrators, parents, and students to understand the proficiency ranges explained in
the WL Standards. Because students in California may enter a world languages pathway

at a variety of ages and grade levels, the proficiency ranges apply to elementary school,
middle school, and high school learners.

Background

The WL Standards are based on the idea that all students are able to learn to communicate
in multiple languages and should have the opportunity to develop high levels of
proficiency in a native or heritage language other than English if they have one, and in

at least one additional language. These standards are intended to apply to all students

of world languages at all grade levels, including heritage, native, and second-language
learners.

The WL Standards, adopted by the State Board of Education (SBE) in 2019, set
expectations about the knowledge, skills, and abilities that students need to develop to
demonstrate proficiency in multiple languages. The WL Standards are designed to ensure
that California world languages students have access to opportunities to develop literacy
in multiple languages, global competency, and career readiness. They provide teachers
with clear expectations of outcomes for how well a language learner should know and be
able to use the target language across proficiency ranges. These outcomes are intended to
incorporate current and widely accepted research and approaches to language teaching
and give educators practical guidance for designing learning experiences for all students.
For more information about literacy, see chapter 8, Teaching the Connections Standards.

The content of the WL Standards is woven throughout this framework. The following
sections provide further detail on the purpose, nature, organization, and structure of the
WL Standards.

Purpose of the World Languages Standards

The intent of the WL Standards is to detail the complex process of language development
across the proficiency ranges and convey this information in ways that are useful and
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accessible for teachers, site and district administrators, and other members of the school
community.

The WL Standards describe the key knowledge and skills that students develop as they
increase proficiency in multiple languages, deepen their global competency (cultures-
specific and intercultural proficiency, content knowledge, perspectives and world views),
and progress in their career readiness. The standards are aligned with current research
and nationally recognized guidelines from the American Council on the Teaching of
Foreign Languages (ACTFL) and the National Council of State Supervisors for Languages
(NCSSFL). The WL Standards combine aspects of the five C’s (Communication, Cultures,
Connections, Comparisons, and Communities) of the ACTFL World-Readiness Standards
for Learning Languages into three C’s: Communication, Cultures, and Connections. By
incorporating the ACTFL concepts of Comparisons and Communities into the three C’s of
the California WL Standards, attention is focused on the importance of Communication,
Cultures, and Connections and the tools needed to achieve the goals specified in the
standards found within each.

The WL Standards are not intended to be an exhaustive list of learning targets or can-do
statements. Rather, these standards are intended to guide teachers regarding the areas of
language development that are crucial for advancing proficiency in multiple languages.
To implement the standards for each range of proficiency, teachers will need to break
them down into achievable learning targets in order to specify outcomes for classroom
instruction.

New Emphases in the World Languages Standards

A number of concepts influence the implementation of the WL Standards, including
professional learning, pedagogy, assessment, and curriculum design. The WL Standards
are aligned with the following research-based publications that represent shifts from
previous ideas about world language development:

®  (California Common Core State Standards: English Language Arts and Literacy in
History/Social Studies, Science, and Technical Subjects (CDE 2010)

m  ACTFL Performance Descriptors for Language Learners (ACTFL 2012a)
m  ACTFL Proficiency Guidelines (ACTFL 2012b)

®  “Goal Setting and Student Achievement: A Longitudinal Study” (Moeller, Theiler,
and Wu 2012)

® (California English Language Development Standards (CDE 2012)
®  California Career Technical Education Model Curriculum Standards (CDE 2013)

»  California English Language Arts/English Language Development Framework for
California Public Schools (CDE 2015)

m  ACTFL World-Readiness Standards for Learning Languages (National Standards
Collaborative Board 2015)
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m “NCSSFL-ACTFL Can-Do Statements: An Effective Tool for Improving Language
Learning Within and Outside the Classroom Strategies” (Moeller and Yu 2015)

m  Global California 2030 initiative (2016)
® NCSSFL-ACTFL Can-Do Statements (NCSSFL-ACTFL 2017)

Structure of the World Languages Standards

The structure of the WL Standards represents an innovative way of interpreting the
learning and teaching experience related to world languages. In the California WL
Standards, the original five C’s (Communication, Cultures, Connections, Comparisons,
and Communities) of the ACTFL World-Readiness Standards for Learning Languages have
been combined into three C’s. The WL Standards include elements of the Comparisons
and Communities national standards in the three C’s of the 2019 California standards. As
a result, the WL Standards help teachers and students focus their attention on the goal
areas of Communication, Cultures, and Connections (to other subject areas). At the same
time, teachers guide students to make comparisons between the languages and cultures
they know and those they are learning about. Finally, teachers and students consider

the varied settings for communication and necessary knowledge and skills in service of
communication as they seek opportunities to interact with members of the target culture.

Learning to Communicate in Real-World Settings

One key concept that represents a shift from previous ideas about world language
development is that language learners learn to communicate using a language rather than
learning about the language (Richards and Rodgers 2014). The primary goal of language
use is to negotiate and make meaning, according to the ACTFL Position Statement “Use
of the Target Language in the Classroom” (2010). As teachers work toward attaining this
goal, students develop the capacity to communicate in culturally appropriate ways,
making choices about how to express themselves that depend on the audience, setting,
topic, and purpose. As a result, an increasing number of educators, who support the
implementation of the WL Standards, come to understand that language is not only a set
of grammatical rules and memorized vocabulary words, but also a resource for achieving
specific purposes, such as the following functions: providing and obtaining information,
meeting needs, persuading, explaining, interpreting messages, and communicating in the
workplace.

Figure 4.1 is part of appendix 2 of the WL Standards and illustrates recent shifts in the
focus of objectives in current world languages classrooms resulting in a greater emphasis
on learners taking an active role in the communicative process and engaging in real-world
communicative activities—including participating in interactions with target-language
communities around the world. This table reflects the continuum of practice that all world
languages educators are navigating as they work to improve their teaching practice and
incorporate learner-focused instructional strategies. Further guidance on strategies for
moving across the continuum in more depth is provided in chapters 6, 7, and 8.
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FIGURE 4.1: Then and Now Table from P21 21st Century Skills Map

IN THE PAST TODAY

Students learned about the language Students learn to use the language

(grammar)

Teacher-centered class Learner-centered with teacher as
facilitator/collaborator

Focused on isolated skills (listening, Focus on the three modes: Interpersonal,

speaking, reading, and writing) Interpretive, and Presentational

Coverage of a textbook Backward design focusing on the end goal

Using the textbook as the curriculum Use of thematic units and authentic
resources

Emphasis on teacher as presenter/lecturer Emphasis on learner as doer and creator

Isolated cultural “factoids” Emphasis on the relationship among the
perspectives, practices, and products of
the culture

|//

Use of technology as a “cool too Integrating technology into instruction to

enhance learning

Teaching only language Using language as the vehicle to teach
academic content

Same instruction for all students Differentiating instruction to meet
individual needs

Synthetic situations from textbook Personalized real-world tasks
Confining language learning to the Seeking opportunities for learners to use
classroom language beyond the classroom

Testing to find out what students don’t know | Assessing to find out what students can do

Only the teacher knows criteria for grading | Students know and understand criteria on
how they will be assessed by reviewing
the task rubric

Students turn in work only for the teacher Learners create to share and publish to
audiences more than just the teacher

Source: P21 21st Century Skills Map for World Languages (Partnership for 21st Century
Learning 2020)
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Target Language Use

Another emphasis in the WL Standards is that teachers use the target language as the
primary means of communication during interactions with students within the classroom
and outside the classroom setting. (See chapters 6-8 for specific instructional strategies
and practices for using the target language in instruction.) Communication Standards 1, 2,
and 3 emphasize that communication is made up of three modes: Interpretive (WL.CM.1),
Interpersonal (WL.CM.2), and Presentational (WL.CM.3). The process of communication
involves using words, sounds, signs, or behaviors to interpret messages, express or
exchange information, or express ideas, thoughts, and feelings to someone else. As world
languages learners develop proficiency in communication, they actively use the target
language to comprehend the message and express their desired message, as well as to
elicit further information in cases where they do not fully comprehend the message.

In order to best achieve the outcomes of these standards, the WL Standards recommend
that teachers adopt the ACTFL recommendation that teachers and students use the target
language during 90 percent of class instruction, at all course levels from Novice range and
beyond, in order to simulate an immersion environment.

This recommendation supports the research by Vygotsky (1986) on the zone of

proximal development, which represents the difference between what learners can do
independently and what they can do with help from their teacher. This idea has given rise
to the educational strategy of scaffolding, in which the teacher or a more proficient peer
provides support to the learner, gradually removing the supports as the learner develops
the ability to communicate within increasingly higher ranges of proficiency (Vygotsky
1978; Palincsar and Brown 1984; Swain 1985; Swain 2000; Donato 1994). Teachers who
use the target language 90 percent or more for class instruction provide students with

the comprehensible input and needed scaffolding to allow them to make meaning in the
target language.

As learners of world languages work to develop proficiency, they use language as a
mediational tool. According to Glisan and Donato, mediation “refers to the types of
support that learners use to make meaning and sense out of the target language they

hear (or view). In this way the use of the target language for instruction becomes a tool

to mediate language learning and development” (2017, 20). As a result, students are able
to achieve greater levels of proficiency at a faster pace and are able to communicate
appropriately sooner in the target language when immersed in the target language than
they would in a classroom environment where they are not immersed. Additionally, when
teachers model culturally and linguistically appropriate use of the target language, their
example encourages students to communicate in the target language as well.

Authentic Materials

In order to create an immersion environment in the classroom, the WL Standards
encourage teachers to seek out and use authentic materials. Authentic materials are
defined as documents, images, and audio or video broadcasts that are created by speakers
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of the target language for use by speakers of the target language. Authentic materials

are also presented to students in their original form and are not altered or edited by the
teacher. For more information on using authentic materials, see chapter 5, Implementing
High-Quality World Languages Instruction.

By incorporating authentic materials in classroom activity, teachers provide students with
culturally rich and appropriate interactions with the products, practices, and perspectives
of the target cultures that use the language they are learning. To create an environment
that fosters communicative, cultural, and intercultural proficiency, teachers seek out
resources that allow learners to engage with the target culture and community as directly
as possible. For example, teachers may use menus from the target culture to teach
concepts of food or may have students view televised or web-based weather reports from
the target culture when teaching about weather and climate. Ideally, authentic resources
should be rich in language, content, and culture as well as being age appropriate and
engaging.

When students are given the opportunity to interact with a variety of authentic materials
that reflect the unique viewpoints of the target cultures, they are able to access
information and perspectives that would be unavailable to them if they were not learning
that language. For example, students who study Spanish are introduced to the products,
practices, and perspectives associated with the celebration of Dia de Muertos (Day of the
Dead) in Mexico, a theme that would not be accessible to them if they were not learning
Spanish.

In another example of authentic materials use, students learning Spanish can first view

a collection of artistic depictions of family activities from a variety of Spanish-speaking
cultures, and then read an authentic short story about family traditions in a Spanish-
speaking region. After comparing the account of family traditions with the traditions of
their own family, students identify similarities and differences between the target culture’s
products, practices, and perspectives on family and their own perspectives derived from
their heritage cultures and others with which they are familiar.

Or, for example, students learning French can view a televised debate among politicians
in the target culture and gain insight into the primary issues related to the election in that
country. In all cases, since students have developed proficiency in the target language,
they are able to make sense of the authentic materials and gain understanding of the
cultural perspectives of the target culture, which would not be possible if they had not
developed multiliteracy.

Developing Global Competence and Multiliteracy

In keeping with the shift towards engaging students in real-world communicative tasks,
the WL Standards also include a greater emphasis on developing students’ global
competence and multiliteracy. According to ACTFL, global competence “is developed
and demonstrated by investigating the world, recognizing and weighing perspectives,
acquiring and applying disciplinary and interdisciplinary knowledge, communicating
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ideas, and taking action” (2014). In order to accomplish this, teachers provide students
with varied opportunities to learn content through the language they are acquiring. An
important resource for teachers of world languages are the global competence indicators
and benchmarks for K-12 students in California, developed by the California Global
Education Project in 2017. This rubric provides teachers and students with a tool to
measure students” developing proficiency in global competence.

As teachers include authentic materials in classroom instruction, they help students
to develop varied literacy strategies that will allow them to access and communicate
information in age- and culturally appropriate ways. As students continue to develop
multiliteracy, they build their capacity for college and career readiness and unlock
opportunities in employment and personal enrichment which would have been
unavailable to them without their understanding of another language.

The WL Standards make connections between the Communication, Cultures, and
Connections Standards, the California Common Core State Standards for English Language
Arts (Anchor Standards), and the California English Language Development Standards (ELD
Standards). These connections emphasize the importance of developing multiliteracy for
California students and provide teachers of world languages with guidance on how to
support schoolwide efforts to develop literacy across the curriculum.

Organization and Structure of the World Languages Standards

The WL Standards are organized into three categories: Communication, Cultures, and
Connections. Each category begins with an introduction that defines the concepts
included in the standard, outlines the proficiency ranges described in the standard, and
provides guidance to teachers on how to use the standards to design instruction.

Figure 4.2 provides an accessible outline of the organization of the WL Standards. Each

of the categories—Communication, Cultures, and Connections—is discussed in detail in
chapters 6, 7, and 8, respectively. World languages educators can use figure 4.2 as a guide
to access specific information related to instructional practices most appropriate for each
of the standards.
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FIGURE 4.2: The California World Languages Standards

Category Standards

Communication . Interpretive Communication

. Interpersonal Communication

. Presentational Communication

. Settings for Communication

. Receptive Structures in Service of Communication

. Productive Structures in Service of Communication

N o U1 kW N —

. Language Comparisons in Service of Communication

Cultures 1. Culturally Appropriate Interaction
2. Cultural Products, Practices, and Perspectives
3. Cultural Comparisons
4. Intercultural Influences

Connections 1. Connections to Other Disciplines

2. Diverse Perspectives and Distinctive Viewpoints

Each standard begins with one or more goals for students learning the target language,
followed by a chart with descriptors of learner performance, which are organized by
proficiency range: Novice, Intermediate, Advanced, and Superior. The progression
from range to range is shown in figure 4.4 later in this chapter. While it is possible that
language learners who begin study in elementary or dual language immersion programs
may approach or achieve some aspects of Superior range proficiency if they continue
study throughout their K-12 years, students in more traditional programs that begin in
middle or high school are unlikely to perform in the Superior range. The descriptors for
Superior range proficiency are included in the WL Standards since learners can develop
some of its competencies and its presence can inform backward planning for instruction
and assessment.

Figure 4.3 provides an example of the structure of the WL Standards. Each standard
includes one or more goals, which are followed by a chart with descriptors of the
proficiency range performance learners can demonstrate. More in-depth information on
proficiency outcomes within various pathways and outcomes for world languages, as well
as support for heritage speakers, can be found in chapter 3 of this framework. Additionally,
further information about the proficiency ranges and phases can be found in chapter 9,
The Proficiency Ranges in the World Languages Standards.
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FIGURE 4.3: Sample Chart from the World Languages Standards

Communication Standard 1: Interpretive Communication

(Comparable to “Interpretive Communication,” California English Language Development
Standards: Kindergarten Through Grade 12 [CDE 2012])

Goals

= Students demonstrate understanding, interpret, and analyze what is heard, read,
or viewed on a variety of topics from authentic texts, using technology, when
appropriate, to access information.

Novice

WL.CM1.N

Demonstrate
understanding

of the general
meaning and some
basic information
on very familiar
common daily
topics. Recognize
memorized words,
phrases, and
simple sentences in
authentic texts that
are spoken, written,
or signed.

Intermediate

WL.CMT1.1

Demonstrate
understanding

of the main idea
and some details
on some informal
topics related to self
and the immediate
environment.
Demonstrate
understanding

of sentences and
strings of sentences
in authentic texts
that are spoken,
written, or signed.

Advanced
WL.CM1.A

Demonstrate
understanding of
the main idea and
supporting details
in major time
frames on most
informal and formal
topics of general
public interest.
Demonstrate
understanding of
authentic texts using
paragraph-level
discourse that is
spoken, written, or
signed.

Superior

WL.CMT1.S

Demonstrate
understanding and
infer meaning from
complex, authentic,
multiparagraph texts
on topics of broad
general interests.
Demonstrate
understanding of
unfamiliar, abstract,
and hypothetical
areas of specialized
professional and
academic expertise,
in texts that are
spoken, written, or
signed.
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World Languages Proficiency Ranges

The WL Standards use the proficiency ranges outlined in the ACTFL Proficiency
Guidelines (2012b) to describe what learners are able to do with language (speaking/
signing, writing, listening/viewing, and reading) in real-world situations in a spontaneous
and nonrehearsed context. As outlined in the WL Standards, learners demonstrate
proficiency within the Novice, Intermediate, Advanced, and Superior ranges. The Novice,
Intermediate, and Advanced ranges are then subdivided into Low, Mid, and High phases
(e.g., Novice Mid). These proficiency ranges describe the continuum of proficiency from
little or no functional ability (Novice) through the ability of a highly articulate, well-
educated language user (Superior and beyond).

Figure 4.4 illustrates the cumulative progress that language learners make as they develop
their communicative proficiency over time. This figure shows an inverted pyramid
representing the ACTFL proficiency rating scale with major ranges and phases, including
Distinguished. Detailed information on proficiency can be found in chapter 9 of this
framework.

FIGURE 4.4: Inverted Pyramid Representing ACTFL Rating Scale

SUPERIOR

ADVANCED HIGH

ADVANCED MID
ADVANCED LOW
INTERMEDIATE HIGH
? INTERMEDIATE MID
INTERMEDIATE LOW
-/ NOVICE HIGH

NOVICE MID
g NOVICE LOW

Text accessible version of figure 4.4
Source: ACTFL Proficiency Guidelines (ACTFL 2012b)
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Since the WL Standards are intended to guide teachers who work with diverse language
learners in the kindergarten through grade twelve levels, the WL Standards include
proficiency ranges from Novice through Superior. The Superior range is included to
provide teachers and other educational leaders with an understanding of potential

future goals for language proficiency beyond the K-12 learning experience, rather than
suggesting that it is realistic for K-12 students to achieve Superior proficiency during their
time in California K-12 schools. However, learners who begin language at an early grade
level, such as those who participate in a dual language immersion program or heritage or
native speakers, may approach Superior proficiency if they are able to continue language
learning throughout a well-articulated K-12 sequence.

As teachers use the WL Standards, they will encounter charts, such as the example in
figure 4.3, which provide descriptors of what learners at each proficiency level should
know and be able to do with the language they are learning. These charts are designed
so that teachers and other educational leaders are able to easily see the continuum of
language development in a given area.

Another key concept related to the proficiency ranges used in the WL Standards teachers
need to consider is that learners of language will develop proficiency at differing rates
depending on their prior knowledge and experience, the languages they speak, cultural
differences between their first and second languages, literacies they have achieved,
personal interests, and goals (see the Foreign Service Institute language categories in
chapter 3, Pathways to Multiliteracy, and chapter 12, Unique Features of Individual
Languages). Therefore, an individual language learner will demonstrate proficiency at
different ranges and phases depending on the topic and mode of communication. As

a result, the development and assessment of a learner’s target-language proficiency is

an ongoing process throughout their learning experience. It is important for teachers to
frequently communicate proficiency targets and expectations to learners, parents, and
guardians, and to include students in setting personal goals for proficiency and reflecting
on progress throughout their language learning experience. For more information on
proficiency ranges and outcomes, see chapter 9, The Proficiency Ranges in the World
Languages Standards.

Numbering and Abbreviations of the World Languages Standards

The WL Standards are identified first by WL (in order to identify that they are World
Languages Standards), followed by the category of the standard. The categories are
represented by CM for Communication, CL for Culture, and CN for Connections. The
standard number is placed next to the category of the standard. Finally, the proficiency
level is indicated with an N for Novice, an I for Intermediate, an A for Advanced, and an S
for Superior.

Figure 4.5 provides a graphic representation of the numbering system for the WL
Standards. This system is similar to those in other California curriculum frameworks and
provides a coding system for educators to quickly identify the references to the pertinent
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standards, elements, and proficiency ranges they represent. Each of the WL Standards will
be discussed in detail in chapters 6, 7, and 8 of this framework.

FIGURE 4.5: Numbering System for the WL Standards

Communication Standard 1: Interpretive Communication

W L.CM1. N
WL N
WORLD / \ NOVICE
LANGUAGES Proficiency
Standard COMMUNICATION Number of level
Category of the the standard
standard

Cultures Standard 3: Cultural Comparisons

WL CL3. I
WL / \ |
WORLD INTERMEDIATE
LANGUAGES Proficiency
Standard CULTURES Number of level
Category of the the standard
standard

Connections Standard 2: Diverse Perspectives and

Distinctive Viewpoints

WL.CN2.A

/ \ A
WORLD / \ ADVANCED
LANGUAGES 2 Proficiency
Standard CONNECTlONS Number of level
Categoryof the  the standard
standard

Text accessible version of figure 4.5
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Literacy and the World Languages Connections Standards

As with many other state-adopted resources, the WL Standards and the WL Framework are
designed to support the development of broadly literate students who have the capacities
of literate individuals necessary for success in college, careers, and civic participation

in today’s world (CDE 2015). These students read and view for pleasure, information,

and inspiration and communicate knowledgeably, powerfully, and responsively. The

WL Standards connect these literacies to twenty-first century learning, intercultural
development, and global competence. “The development of these literacies is critical

to foster students’ ability to communicate and collaborate on a wide variety of topics in
culturally appropriate ways, and in multiple target-culture settings. As a result, students are
empowered to use their language proficiency and interculturality beyond the classroom

to build relationships, sustain communities, and participate in or create business
opportunities with people around the world” (CDE 2019, 2). This framework aims to guide
educators in the implementation of the WL Standards, which focus on students achieving
broad literacy in English and at least one other language.

Traditionally, literacy has been defined as the ability to read and write. In recent years,
the definition of literacy has evolved. With the advent of new technologies, the demands
of the workplace, and the interconnected nature of global society, new literacies

have emerged. The National Council of Teachers of English, in its “Position Statement:
Definition of Literacy in a Digital Age,” defines literacy in this way:

Literacy has always been a collection of communicative and sociocultural practices
shared among communities. As society and technology change, so does literacy. The
world demands that a literate person possess and intentionally apply a wide range of
skills, competencies, and dispositions. These literacies are interconnected, dynamic,
and malleable. As in the past, they are inextricably linked with histories, narratives,
life possibilities, and social trajectories of all individuals and groups. Active,
successful participants in a global society must be able to:

e Participate effectively and critically in a networked world

» Explore and engage critically, thoughtfully, and across a wide variety of
inclusive texts and tools/modalities

e Consume, curate, and create actively across contexts
e Advocate for equitable access to and accessibility of texts, tools, and information

e Build and sustain intentional global and cross-cultural connections and
relationships with others so as to pose and solve problems collaboratively and
strengthen independent thought

e Promote culturally sustaining communication and recognize the bias and
privilege present in the interactions

e Examine the rights, responsibilities, and ethical implications of the use and
creation of information
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e Determine how and to what extent texts and tools amplify one’s own and
others’ narratives as well as counter unproductive narratives

e Recognize and honor the multilingual literacy identities and culture experiences
individuals bring to learning environments, and provide opportunities to
promote, amplify, and encourage these differing variations of language (e.g.,
dialect, jargon, register) (NCTE 2019)

The ACTFL Languages and Literacy Collaboration Center (LLCC) adopted the above
framework “as a way to encourage collaboration towards common goals across all
disciplines” (ACTFL 2020).

The CA CCSS for ELA/Literacy base the full ELA Standards, as well the College and Career
Readiness Anchor Standards (CCRAS), in the development of literacy skills for college

and career success. As explained in the CCSS, the College and Career Readiness Anchor
Standards form the backbone of the ELA/Literacy standards by articulating core knowledge
and skills, while grade-specific standards provide additional specificity (CDE 2010). The
CA CCSS for ELA/Literacy also explain that regardless of the subject taught, all teachers
have a shared responsibility to develop literacy skills in their students. The CA CCSS for
ELA/Literacy, including the CCRAs, focus on the development of disciplinary literacy

in four strands: reading, writing, speaking and listening, and language. The strands are
organized by grade level for K-8 and in two-year grade spans for the high school level.

The WL Standards and the CA CCSS for ELA/Literacy —particularly the anchor standards—
work in tandem to develop literacy skills through the integrated development of

linguistic skills across all language skills and modes of communication. For example,
language learners use their knowledge of the target culture and linguistic system to make
sense of the content in an authentic text (Interpretive). They then communicate their
understanding and convey their ideas using the Interpersonal and Presentational modes of
communication. In doing so, language learners develop literacy skills through the use of
the receptive and productive skills of listening, viewing, speaking, signing, reading, and
writing to communicate within various contexts and for different purposes.

While the CA CCSS for ELA/Literacy are designed with a focus on English language,
California’s WL Standards are met through developing linguistic and cultural proficiency
in a language other than English. The WL Standards support the CA CCSS for ELA/Literacy
through the transfer of content knowledge and language skills, constrained of course by
students’ range of proficiency in the target language.

Figure 4.6 identifies the ways in which, within all ranges of target-language proficiency,
the WL Standards connect to and support key strands of the CA CCSS for ELA/Literacy.
World languages and ELA educators can use this figure as a guide to connect world
languages education to overall literacy development, especially in dual language
immersion classrooms. Chapters 3, 5, and 11 of this framework provide more in-depth
exploration of the contribution of world languages pathways to the development of
students” overall literacy.
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FIGURE 4.6: Alignment of the Common Core State Standards and World Languages

Standards

Common Core State Standards

World Languages Standards

Reading
1. Key Ideas and Details

® Read for main ideas.
2. Craft and Structure

® Read for supporting
details.

3. Integration of Knowledge and
Ideas

® Use knowledge and ideas
from reading in speaking,
signing (ASL), and writing.

4. Range of Reading and Level
of Text Complexity

m Read informational,
cultural and literary texts.

Communication
WL.CM.T (Interpretive Communication)

WL.CM.5 (Receptive Structures in Service of
Communication)

WL.CM.7 (Language Comparisons in Service of
Communication)

Cultures

WL.CL.2 (Cultural Products, Practices, and
Perspectives)

WL.CL.3 (Cultural Comparisons)

WL.CL.4 (Intercultural influences)
Connections

WL.CN.1 (Connections to Other Disciplines)

WL.CN.2 (Diverse Perspectives and Distinctive
Viewpoints)
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Common Core State Standards

World Languages Standards

Writing
1. Text Types and Purposes

= Write for a variety of
purposes and audiences.

2. Production and Distribution
of Writing
= Write, revise, edit, and
rewrite.

3. Research to Build and Present
Knowledge

= Use technology to
research, produce and
publish, and collaborate
with others.

4. Range of Writing

= Write a variety of texts.

Communication

WL.CM.2 (Interpersonal Communication)
WL.CM.3 (Presentational Communication)
WL.CM.4 (Settings for Communication)

WL.CM.6 (Productive Structures in Service of
Communication)

WL.CM.7 (Language Comparisons in Service of
Communication)

Cultures
WL.CL.1 (Culturally Appropriate Interaction)

WL.CL.2 (Cultural Products, Practices, and
Perspectives)

WL.CL.3 (Cultural Comparisons)

WL.CL.4 (Intercultural Influences)
Connections

WL.CN.1 (Connections to Other Disciplines)

WL.CN.2 (Diverse Perspectives and Distinctive
Viewpoints)
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Common Core State Standards

World Languages Standards

Speaking and Listening, Signing
and Viewing

1. Comprehension and
Collaboration

® Converse and collaborate
with others.

2. Presentation of Knowledge
and Ideas

® Present knowledge in
speech or sign language
supported by digital media
and visual displays.

Communication

WL.CM.2 (Interpersonal Communication)
WL.CM.3 (Presentational Communication)
WL.CM.4 (Settings for Communication)

WL.CM.5 (Receptive Structures in Service of
Communication)

WL.CM.6 (Productive Structures in Service of
Communication)

WL.CM.7 (Language Comparisons)
Cultures
WL.CL.1 (Culturally Appropriate Interaction)

WL.CL.2 (Cultural Products, Practices, and
Perspectives)

WL.CL.3 (Cultural Comparisons)

WL.CL.4 (Intercultural Influences)
Connections

WL.CN.1 (Connections to Other Disciplines)

WL.CN.2 (Diverse Perspectives and Distinctive
Viewpoints)
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Common Core State Standards World Languages Standards
Language Communication
1. Conventions of Standard WL.CM.T (Interpretive Communication)
Language WL.CM.2 (Interpersonal Communication)
= Use conventions of the WL.CM.3 (Presentational Communication)

standard target language . I
in speaking or signing and WL.CM.4 (Settings for Communication)

writing. WL.CM.5 (Receptive Structures in Service of
Communication)

WL.CM.6 (Productive Structures in Service of
Communication)

2. Knowledge of Language

® Recognize the effect of
choice on meaning and
choose language appropriate | WL.CM.7 (Language Comparisons)

to register. Cultures
3. Vocabulary Acquisition and | Ww[.CL.1 (Culturally Appropriate Interaction)

Use WL.CL.2 (Cultural Products, Practices, and
= Develop receptive and Perspectives)

productive vocabularies. WL.CL.3 (Cultural Comparisons)

WL.CL.4 (Intercultural Influences)
Connections

WL.CN.1 (Connections to Other Disciplines)

WL.CN.2 (Diverse Perspectives and Distinctive
Viewpoints)

Students within higher ranges of language proficiency, those who begin learning a
language other than English in elementary school and continue in a long sequence of dual
language learning, will be able to carry out the full set of CA CCSS for ELA/Literacy in a
language other than English (see appendix 4 of the WL Standards).

With a broader definition than ever before, literacy has become associated not only with
reading and writing, but also with knowledge and competence in specific skill areas such as
financial literacy, civic literacy, information literacy, and media literacy, just to name a few.

Moreover, demonstrating understanding of these skills includes the effective use of all
language domains—reading, writing, speaking/signing, and listening. The Partnership
for 21st Century Learning (P21) provides many target-language examples of the
broader literacies that may be developed in world languages. The examples found in
the P21 World Languages Skills Map include ideas for communicative tasks organized
by interdisciplinary themes and skills, ranges of language proficiency, and modes of
communication.

215




CHAPTER 4

It is through the language skills used within each mode of communication that the
development of twenty-first century skills, the WL Standards, and the CA CCSS for ELA/
Literacy come together. As teachers support students” achievement of WL Standards, they
are supporting the development of twenty-first century skills and the achievement of the
outcomes outlined in the CA CCSS for ELA/Literacy.

Higher-Order Thinking and Doing, the WL Standards, and the CA CCSS for
ELA/Literacy

Critical thinking is the foundation of a good education, and broadly literate students are
critical thinkers. The Foundation for Critical Thinking defines the term as “that mode of
thinking—about any subject, content, or problem—in which the thinker improves the
quality of [their] thinking by skillfully analyzing, assessing, and reconstructing it” (2020).
Becoming a critical thinker requires the use of a range of thinking skills that go beyond
remembering and understanding content. Regardless of the subject or language being
learned, the thinking skills students use to initially make sense of content include lower-
order thinking skills (recognizing, listing, repeating, or matching). However, in order to
develop the ability to think critically about content, students use higher-order thinking
skills (using, integrating, hypothesizing, or constructing). Students use a combination of
lower- and higher-order thinking skills to make sense of and communicate with and about
the world around them.

It is important for teachers to plan instruction in which the complexity of thinking skills
increases regardless of the grade level or proficiency range of students. In doing so,
students will be guided to use higher-order thinking and develop critical thinking skills as
they also develop language proficiency and cultural understanding. Bloom’s Taxonomy
and Webb’s Depth of Knowledge (DOK) are two useful tools that teachers may use in
designing an instructional sequence which guides students toward developing critical
thinking skills and achieving the WL Standards.

In world languages classrooms, particularly in traditional secondary 9-12 WL pathways,
students spend a significant amount of time remembering and understanding the target
language. When teachers use these critical thinking tools intentionally to apply depth
of thinking skills, language learners have the opportunity to apply the language they
learn within various settings, to analyze and evaluate language, culture, and content
connections, and to create products demonstrating their learning in the target language.

Figure 4.7, Hess’s Cognitive Rigor Matrix, was created to illustrate for educators how
Bloom’s Taxonomy and Webb'’s Depth of Knowledge (DOK) work in an interrelated
manner. Educators are encouraged to use this tool as they have well-informed professional
discussions regarding how they can ensure students are working at appropriate levels of
cognition. Further discussion of the concept of cognitive rigor can be found in chapters 2
through 10 of this framework.
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FIGURE 4.7: Hess’s Cognitive Rigor Matrix

The content in the table below illustrates how Webb’s Depth of Knowledge Levels can be applied to Bloom’s cognitive

dimensions.
. Webb’s DOK Level 3
Revised Bloom’s | Webb’s DOK Level 1 = Webb’s DOK Level 2 Stratesic Thinkine/ Webb’s DOK Level 4
Taxonomy Recall & Reproduction Skills & Concepts 51¢ ™! & Extended Thinking
Reasoning
Remember m Recall, recognize, | Use these Hess Use these Hess CRM Use these Hess CRM
Retrieve or locate basic Cogpnitive Rigor Matrix | curricular examples curricular examples
knowledge facts, terms, details, | (CRM) curricular with most close with most close
from long- events, or ideas examples with most reading or listening reading or listening
term memory, explicit in texts close reading or assignments or assignments or
recognize = Read words orally listening assignments | assessments in any assessments in any
recall. locate in connected text | OF assessments in any | content area. content area.
identify with fluency and content area.
accuracy
Understand = |dentify or describe | ® Specify, explain, m Explain, generalize, | ® Explain how
Construct literary elements show relationships; or connect ideas concepts or ideas
meaning, clarify (characters, setting, explain why (e.g., using supporting specifically relate
paraphrase sequence, etc.) cause and effect) evidence (quote, to other content
represent, m Select appropriate | ® Give nonexamples/ example, text domains (e.g.,
translate, words when examples reference) social, political,
illustrate, give intended meaning/ | w Summarize results, | ™ dentify/make h'StO”C?I) or
examples, deflnltlon is clearly concepts, ideas Infer‘er)ces .abou‘t. concepts
classify, evident = Make basi explicit or implicit | ® Develop
categorize, = Describefexplain im?erinfessl,cor themes gfneralilzati%ns of ]
summarize, ; o : the results obtaine
' who, what, where, logical predictions . DesF:rlbe h‘ow word oo q
generalize, when, or how from data or texts choice, point of or strategles use
infer a logical _ _ : : and apply them to
= Define/describe - - view, or bias may
conclusion = |dentify main , new problem-based
' facts, details, terms : affect the readers
predict, ' ’ ’ ideas or accurate ; ; f situations
rinciples L. Interpretation of a
compare/ P generalizations of text
contrast, = Write simple texts Wi
. = Write
match like sentences ® Locate information multiparagraph
ideas, explain, to support explicit »
PR composition for
construct or implicit central specific purpose
models i . '
ideas focus, voice, tone,
and audience
Apply = Use language = Use context = Apply a conceptin | ® |llustrate how
Carry out or use structure (prefix/ to identify the a new context multiple themes
a procedure in a sufﬁ>.<) or Word meaning of words/ | 5 Revise final draft (historica!, .
given situation; relationships phrases for meaning or ge(?graphlc, social,
carry out (apply (synonym/ = Obtain and progression of ideas artlst;oc, !1terary|) J
il antonym) to i may be Interrelate
to a familiar ot ym) ‘ interpret ' = Apply internal Y .
task), or use fe erm(;ne meaning information using consistency of = Select or devise an
(apply to an orwords text features text organization approach among
unfamiliar task) | = Apply rules or . = Develop a text that and structure to many alternatives
resources to edit may be limited to composing a full to research a novel
spelling, grammar, one paragraph composition problem
punctuation, = Apply si | a Appl d choi
conventions, word PPy simple pply word choice,
Use organizational point of view,
i structures style to impact
= Apply basic formats (paragraph, readers’ /viewers’
for documenting sentence types) in interpretation of a
SOUrces writing text
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Revised Bloom’s

Webb’s DOK Level 1

Webb’s DOK Level 2

Webb’s DOK Level 3

Webb’s DOK Level 4

Taxonomy Recall & Reproduction Skills & Concepts Strategic Th.mkmg/ Extended Thinking
Reasoning
Analyze m [dentify whether » Categorize/compare Analyze Analyze multiple
Break into specific information literary elements, information within sources of

constituent
parts, determine
how parts relate,
differentiate
between
relevant and
irrelevant,
distinguish,
focus, select,
organize,
outline, find
coherence,
deconstruct
(e.g., for bias or
point of view)

is contained

in graphic
representations
(e.g., map, chart,
table, graph,
T-chart, diagram)
or text features
(e.g., headings,
subheadings,
captions)

Decide which
text structure is
appropriate to
the audience and
purpose

terms, facts/details,
events

= |dentify use of
literary devices

= Analyze format,
organization,
and internal text
structure (signal
words, transitions,
semantic cues) of
different texts

= Distinguish:
relevant/irrelevant
information; fact/
opinion

= |dentify
characteristic text
features; distinguish
between texts,
genres

data sets or texts

Analyze

interrelationships
among concepts,
issues, problems

Analyze or interpret
author’s craft
(literary devices,
viewpoint, or
potential bias) to
create or critique a
text

Use reasoning,
planning, and
evidence to support
inferences

evidence, multiple
works by the same
author, or works
across genres, time
periods, themes

Analyze complex/
abstract themes,
perspectives,
concepts

Gather, analyze,
and organize
multiple
information sources

Analyze discourse
styles

Evaluate

Make judgments
based on
criteria,

check, detect
inconsistencies
or fallacies,
judge, critique

“UG” -
unsubstantiated
generalizations =
stating an opinion
without providing
any support for it!

[intentionally blank]

Cite evidence and
develop a logical
argument for
conjectures

Describe, compare,
and contrast
solution methods

Verify
reasonableness of
results

Evaluate relevancy,
accuracy, and
completeness of
information from
multiple sources
Apply
understanding in a
novel way, provide
argument or
justification for the

: . application
Justify or critique PP
conclusions drawn
Create Brainstorm ideas, = Generate Synthesize Synthesize
Reorganize concepts, problems, conjectures or information within information across

elements into
new patterns/
structures,
generate,
hypothesize,
design, plan,
produce

or perspectives
related to a topic,
principle, or
concept

hypotheses based
on observations or
prior knowledge
and experience

one source or text

Develop a complex
model for a given
situation

Develop an
alternative solution

multiple sources or
texts

Articulate a new
voice, alternate
theme, new
knowledge or
perspective

Source: Hess” Cognitive Rigor Matrix (Hess 2009)
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In the process of acquiring world languages, higher-order thinking and doing are not
dictated by proficiency range. Regardless of proficiency range, students can use higher-
order thinking skills in the world language classroom. Language learners at higher
proficiency ranges, by virtue of their communicative performance profiles, can participate
more easily in higher-order thinking and problem solving in the target language. This is
not to say that language learners within the Novice range cannot engage in higher-order
thinking in the target language when they have necessary scaffolding to support their
performance. For example, students with little or no language proficiency can sort images
or representations of products and practices from their cultures and the target cultures,

as well as those shared by both cultures, which is a complex intellectual task involving
comparing and contrasting similarities using only visuals for support.

World languages teachers ensure students move from lower- to higher-order thinking skills,
regardless of proficiency range or grade level. Figure 4.8, adapted from the article “Starting
at the End: Deconstructing Standards as Planning’s First Step,” published in The Language
Educator (ACTFL), provides an example of how to unpack the WL Standards in order to plan
learning targets that incorporate a range of thinking skills. Further discussion of learning
targets and lesson design can be found in chapters 2, 5, 6, 7, 8, and 10 of this framework.

FIGURE 4.8: Unpacking California’s WL Standards

The process below shows one way to relate cultural practices to perspectives using the
sample progress indicators for intermediate learners in middle and high school.

Step One—Get to Know the WL Standards

Cultures Standard 2: Cultural Products, Practices, and Perspectives

Students demonstrate understanding and use the target language to investigate, explain,
and reflect on the relationships among the products cultures produce, the practices
cultures manifest, and the perspectives that underlie them in order to interact with cultural
competence.

Sample Intermediate Progress Indicators with Interrelated WL Standards

® |dentify and analyze cultural practices from authentic materials such as videos
and news articles. (WL.CM.1.l, WL.CM.2.I, WL.CM.5.1, WL.CL.2.1, WL.CL.3.1,
WL.CN.2.1)

= Engage in conversations with native speakers demonstrating an awareness of
how to be culturally respectful. (WL.CM.2.1, WL.CM.4.I, WL.CM.5.1, WL.CM.6.1,
WL.CL.1.1)

m  Use formal and informal forms of address appropriately in rehearsed situations.
(WL.CM.2.1, WL.CM.3.1, WL.CM.4.1, WL.CM.5.1, WL.CM.6.1, WL.CL.1.1)

m  Begin to adjust language and message to acknowledge audiences with different
cultural backgrounds. (WL.CM.2.1, WL.CM.3.], WL.CM.4.], WL.CM.5.,
WL.CM.6.1, WL.CL.1.1)
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m  Suggest cultural triangles with reasons connecting practices to associated
products and perspectives. (WL.CM.2.1, WL.CM.3.l, WL.CM.4.I, WL.CM.6.l,
WL.CL.1.I, WL.CL.2.1, WL.CL.3.1, WL.CN.2.1)

Step Two—Identify Levels of Thinking Skills and Linguistic Functions

Nouns (content)

Verbs (skills, linguistic functions/“levels of
reasoning”)

Cultural practices, relationship
between practices and perspectives
of culture studied, awareness of how
to be culturally respectful, formal/
informal forms of address, language,
message, cultural triangles with
reasons, products, perspectives

Convergent (Lower Order)
Investigate, explain, identify, engage,
demonstrate, use, suggest, connect
Divergent (Higher Order)

Reflect on, analyze, adjust, acknowledge
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Step Three—Develop Learning Targets

Sample Learning Targets

Knowledge Reasoning Skill Product

= Consult authentic Analyze how = Demonstrate = Role-play

materials to cultural practices awareness of how culturally
investigate are described in to be culturally appropriate

practices and

perspectives of the
target culture, and
their relationships

= Identify practices
and perspectives,
and their
relationships

= Explain practices
and perspectives,
and their
relationships

m Use formal
and informal
forms of address
appropriately in a
simulation

an online news
article

Reflect on (in

a conversation
with a peer)

the relationship
between the
practices and
perspectives of
the target culture

Suggest (in
writing) a
cultural triangle
with reasons
connecting
practices to
products and
perspectives

respectful when
engaging in
conversation with

a native speaker
(e.g., in a classroom
in Mexico) about
practices and
perspectives in their
country

Adjust language/
message in a way
that acknowledges
the speaker’s
cultural background

interactions
ina
simulation
with peers

Source: Adapted from “Starting at the End: Deconstructing Standards as Planning’s First
Step” (Kaplan, Graham-Day, and Troyan 2017)

Additionally, figure 4.9, adapted from the same article, provides learning target definitions
and world language examples in order to plan learning targets that incorporate a range of
thinking skills and linguistic functions. The learning targets and world languages examples
provided in figure 4.9 are not proficiency range specific. Proficiency is reflected within the
task students complete to demonstrate knowledge within each learning target type. Further
discussion of proficiency ranges can be found in chapter 9 of this framework. Chapters 2,
6, 7, 8, and 10 of this framework include discussion of lesson design, including identifying
learning targets.
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FIGURE 4.9: Learning Target Definitions, World Language Examples, and Example Verbs

and Functions for Target Type

Learning Target Definitions

World Languages Examples

Example Verbs
(Functions) for

Target Type
Knowledge targets demonstrate = Knowledge of: ® Recall
mastery of factual information, = Cultural Products = Define
procedural knowledge, and = Cultural Practi = Identif
conceptual understandings that uiturat Fractices entity
underpin the discipline. ® Cultural Perspectives m |jst
= Related Vocabulary ® |ocate
= Grammatical forms = Match
necessary to successfully | g giate
complete the task at the
appropriate proficiency
level
Reasoning targets specify the thought | ® Interpret key facts from = Analyze
processes students need to do well reading/listening activity = Describe
within a range of subjects. Teachers = Edit wri
It written text ;
develop these targets on a broader " Determine
level to promote problem solving. ® |ntegrate
= |nfer
= Reflect
= Retell
Skill targets are more specific = Write cohesive sentences | ® Adjust
and demonstrate proficiency in or a paragraph in the = Defend
a particular area. Mastery can be target language = D rat
exhibited through a demonstration = Deliver a speech using emonstrate
or physical-skill-based performance, appropriate pronunciation = Evaluate
such as playing a musical instrument, and register, and = Prepare
reading aloud, or shooting a basket. demonstrating cultural a Write
awareness
® Present
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Learning Target Definitions

World Languages Examples

Example Verbs
(Functions) for

the focus of the learning target.
These targets provide concrete
evidence of academic proficiency,
and demonstration of mastery of

the target is achieved by meeting
specifications of quality for a specific
product. These types of targets can
be used to demonstrate mastery of
the standards, and the type of target
utilized should be based on the
requirements of the specific standard
(i.e., product targets are appropriate
when demonstrating mastery of
writing skills).

informational clip

that addresses the
cultural topic and
meets proficiency level
expectations

Target Type
Product targets produce an artifact = Write and perform a short | ® Design
in which creation of a product is video clip/announcement/ | g Develop

= Hypothesize
= Make

= Publish

® Produce

= Role Play

Source: (Adapted from Kaplan, Graham-Day, and Troyan 2017; Konrad et al. 2014, 80)

As suggested in figure 4.9, as well as in The Keys to Planning for Learning (Clementi and
Terrill 2017), world languages teachers can plan units and lessons that incorporate the full
range of the target verbs above. (Note that this is not an exhaustive list.) For example, in a
thematic unit on family celebrations, a Novice language learner can perform the following

functions:

= |ist family members (remembering/knowledge)

®  describe the personality traits of various family members (understanding/

reasoning)

m  present a description of a family celebration (quinceanera) and who they will

invite to a friend (applying/skill)

®  choose decorations and clothing that would make the celebration special

(evaluating/skill)

®  design a culturally appropriate invitation to a family celebration (quinceanera)

(creating/produce)

Teachers are encouraged to be sensitive to students who may not have traditional
families. This topic can be adapted to focus on important individuals in students’ lives
and traditional celebrations and decorations. Chapter 7, Teaching the Cultures Standards,

includes additional, specific examples.

223




CHAPTER 4

Conclusion

The WL Standards provide the outline for innovative world languages education that
develops students” communicative, cultural, and intercultural proficiency. The standards
are applicable to all languages, as well as all grade levels kindergarten through grade
twelve, including dual immersion, heritage, and native speaker programs. The WL
Standards also define the proficiency expectations for learners of world languages to give
California educators, parents, and students guidance on realistic expectations for the
development of proficiency in languages other than English.

Like recent initiatives to increase students’ global competence, the Communication,
Cultures, and Connections Standards guide teachers as they design learning experiences
that help students communicate in real-world settings. Teachers create immersion
environments in their classrooms by using the target language at the recommended level
of 90 percent or more and use authentic materials from the target culture to help students
develop their understanding of cultural products, practices, and perspectives.

As California recognizes the importance of developing globally competent students who
will be capable of competing in an increasingly multicultural and diverse economic
environment, the role of world languages education is taking on greater importance.
Initiatives such as California Global 2030 will have a significant effect on how educators
envision the structure and content of the varied world languages programs around the
state and assure that all students are able to access world languages education and
develop multiliteracy and global competence. The WL Standards can help guide teachers
and educational leaders to design and implement the most effective world languages
educational experience for California’s students.
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Text Accessible Descriptions of Graphics for Chapter 4
Figure 4.4: Inverted Pyramid Representing ACTFL Rating Scale

This image illustrates the progression made by language learners as they move along
the ranges of proficiency from Novice to Distinguished, as established by the American
Council on the Teaching of Foreign Languages (ACTFL).

The image is a six-sided conical inverted pyramid, starting at a point at the bottom of the
image and widening progressively to the top of the image.

Along the side of the pyramid are the proficiency ranges and phases which read from
bottom to top: Novice Low, Novice Mid, Novice High, Intermediate Low, Intermediate
Mid, Intermediate High, Advanced Low, Advanced Mid, Advanced High, Superior, and
Distinguished.

On the pyramid, there are solid lines dividing the proficiency ranges (Novice,
Intermediate, Advanced, Superior) and then dashed lines within the ranges to further
divide each range into the phases (Low, Mid, High). The dashed lines are only shown in
Novice, Intermediate, and Advanced ranges because Superior and Distinguished do not
have phases.

The separation of the proficiency ranges is further illustrated by color coding: blue for
Novice, green for Intermediate, orange for Advanced, yellow for Superior. Return to figure
4.4.

Figure 4.5: Numbering System for the WL Standards

This figure provides three examples of the numbering system for the WL Standards.

The first example is for Communication Standard 1: Interpretive Communication. The
example standard is represented as WL.CM1.N. The letters WL indicate that this a World
Languages standard. The letters CM in the example represent the category of the standard,
with CM standing for Communication. The number 1 next to the category of the standard
CM indicates that this is standard 1. Finally, the N at the end represents the proficiency
level in the standard, with N indicating the proficiency level is Novice.

The second example is for Cultures Standard 3: Cultural Comparisons. The example
standard is represented as WL.CL3.1. The letters WL indicate that this a World Languages
standard. The letters CL in the example represent the category of the standard, with CL
standing for Cultures. The number 3 next to the category of the standard CL indicates that
this is standard 3. Finally, the | at the end represents the proficiency level in the standard,
with | indicating the proficiency level is Intermediate.

The third example given is for Connections Standard 2: Diverse Perspectives and
Distinctive Viewpoints. The example standard is represented as WL.CN2.A. The letters WL
indicate that this a World Languages standard. The letters CN in the example represent
the category of the standard, with CN standing for Connections. The number 2 next to
the category of the standard CN indicates that this is standard 2. Finally, the A at the end
represents the proficiency level in the standard, with A indicating the proficiency level is
Advanced. Return to figure 4.5.
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Chapter Overview

CHAPTER OBJECTIVES
By the end of this chapter, readers should be able to:

O Explain how to use Universal Design for Learning (UDL), specifically tiered

lessons, to anticipate and plan for the needs of diverse learners (see chapter 2 for
a detailed discussion of Multi-Tiered System of Support [MTSS] and UDL)

Explain the process of standards-based unit design (see chapters 6, 7, and 8 for
lessons, episodes, and activities to teach the Communication, Cultures, and
Connections Standards)

Explain the benefits of using authentic materials in a framework-aligned
instructional approach (see chapters 6, 7, and 8 for examples of the use of
authentic materials as part of the Communication, Cultures, and Connections
Standards)

Explain the benefits of incorporating technology, tools, and resources into world
languages instruction

Describe where to begin researching authentic materials for the three modes of
communication

Describe important considerations for assessing the value of technology, tools,
and programs

Introduction

Research consistently confirms that the most important determinant of student
achievement is a classroom teacher who effectively utilizes resources and develops
materials to deliver instruction (Hattie 2003). The quality of instruction is fundamentally
linked to Universal Design for Learning (UDL) where teachers anticipate and plan for the
needs of diverse learners as part of a Multi-Tiered System of Support (MTSS). (See chapter
2 for a detailed discussion of MTSS and UDL.) Using UDL, teachers

systematically familiarize themselves with their students and their backgrounds;
identify the barriers, preferences, and needs of learners;

identify clear unit and lesson goals (what students should know and be able to do);
determine acceptable evidence to gather on student performance;

design flexible assessments in relation to each goal;

proceed through a series of learning plans and learning episodes (sequences
of activities educators use to teach and assess performance in each of the
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communicative modes—Interpretive, Interpersonal, and Presentational; teachers
use learning episodes and plans to focus on student learning, and lesson
segments and lesson plans help teachers focus on teaching);

= use formative assessments to inform and guide instruction; and

= develop flexible and engaging instructional methods and materials.

Learning episodes are sequences of activities educators use to
teach and assess performance in each of the communicative
modes—Interpretive, Interpersonal, and Presentational.

Guidelines of Universal Design for Learning (UDL)

Using the principles of Universal Design for Learning (UDL), teachers provide a wide
variety of opportunities for engagement, representation, action, and expression for
students with a wide range of abilities, individual needs, backgrounds, communicative
competencies, and learning preferences. It is a set of principles for curriculum
development that uses multiple means of engagement to provide each and every student
varied and flexible opportunities to learn. Guided by UDL, teachers focus on what
students learn (content); how they learn it (process and products); and why they learn it
(interest and motivation).

Using UDL, the teacher plans and carries out varied approaches to content, process, and
products in anticipation of and in response to student differences in readiness, interests,
and learning needs. In order to maximize the possibility of student engagement, teachers
blend whole-class, small group, and individual instruction in a safe and welcoming
environment. By implementing the principles of UDL, teachers can make instruction
more student centered while at the same time fostering students’ independence and
initiative, leading to a gradual release of responsibility (GRR) where learners take charge
of learning and the uses to which their learning is put, as illustrated in figure 5.1. For more
information about the lesson design process in world languages, see chapters 6, 7, and 8
of this framework.
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FIGURE 5.1: Guidelines for Universal Design for Learning
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The following two snapshots, 5.1 and 5.2, demonstrate components of UDL. Each
snapshot is intentionally different to underscore that there is no one way for teachers to
plan. Snapshot 5.1 illustrates the principles of UDL in a tiered learning plan from a third-
year high school French class. Although each snapshot is focused on a specific language,
level or levels of proficiency, age group, and program model, each can be adapted to
serve students of other languages, levels of proficiency, age groups, and program models.

Snapshot 5.1: Tiered Learning in a Third-Year High School
French Class

Ms. Gautier uses tiered assignments to focus on the same essential
skills and understandings for all students but at different levels

of complexity, abstractness, and open-endedness. Through these
assignments, she develops several pathways for students to arrive at understanding
and develop skills based on their interests, readiness, or learning profiles. Ms. Gautier
chose the topic of clothing to enhance her students’ motivation and ensure success
by tailoring tasks to her students’ ranges of proficiency.

Topic: Clothing
Language and Level: French IlI
Prior Knowledge and Skills:

®  Ms. Gautier creates motivating scenarios where her students use clothing
vocabulary in real world contexts. Some describe in detail, others suggest
clothing items to friends and customers, still others persuade, compare and
contrast, and encourage.

= The students apply different social registers, as appropriate. Ms. Gautier
knows that the control of register is necessary for her students to function in
culturally appropriate ways in the real world.

®  The students know about the impact of the French fashion industry and are
aware of the styles of clothing throughout the Francophone world due to
previous study. Ms. Gautier effectively scaffolds instructional activities by
identifying target-culture contexts where her students can put to use the
knowledge and skills they have developed.

= Ms. Gautier’s students know how to use target-culture currencies.

= Ms. Gautier’s students are able to research information about the target-
cultures’ clothing industry using the internet. She capitalizes on the
knowledge and skills her students have developed in other coursework and
always looks for cross-curricular connections for her students to explore.
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Key Understanding: When developing her lessons, Ms. Gautier identifies key
enduring understandings and skills that she expects her students to remember long
after they finish the course. In this unit, the key enduring understanding is, “Clothing
is a form of expression in all cultures.” Enduring skills include the functions that each
group of students will carry out in their tier of the assignment.

Targeted Standards:

COMMUNICATION: Presentational Communication, WL.CM3I-A; Settings for
Communication, WL.CM4[-A

CULTURES: Cultural Products, Practices, and Perspectives, WL.CL2N-A; Cultural
Comparisons, WL.CL.3N-A

CONNECTIONS: Connections to Other Disciplines, WL.CNTI-A; Diverse
Perspectives and Distinctive Viewpoints, WL.CN2|-A

Background: Ms. Gautier’s third-year students of French have studied clothing
vocabulary and descriptive adjectives. They can use direct and indirect object
pronouns when identifying clothing. They can persuade, encourage, and suggest
using imperative (command), conditional, and subjunctive forms of verbs. Her
students know about the countries in the Francophone world, are aware of different
styles of clothing and the roles of clothing in the cultures where French is spoken,
and can relate this information to the concept of cultural diversity. They have
engaged in a variety of activities and assessments and have also conducted research
on the internet. Knowledgeable of the specific strengths and weaknesses of her
students, Ms. Gautier uses Universal Design for Learning (UDL) to plan activities that
she knows will enhance their communicative and cultural proficiencies.

When suggesting tiers to students, Ms. Gautier uses her knowledge of their
communicative proficiency to determine which assignment is most appropriate, Tier
1 for students functioning within the Low phase of the Intermediate range, Tier 2

for students within the Mid phase of the Intermediate range, and Tier 3 for students
within the High phase of the Intermediate range. The table that follows provides
specific examples for each of these tiers.
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TIER 1 ASSIGNMENT
(Very Concrete)

TIER 2 ASSIGNMENT
(Somewhat Complex
and Concrete)

TIER 3 ASSIGNMENT
(Complex and Abstract)

Intermediate Low

Ms. Gautier assigns students
in her Tier 1 group the role of
workers for an agency whose
job is to create a mini-
catalog and advertisements
for a large department store
in Paris. Using magazines,
drawings, and pictures from
the internet, her students
create a mini-catalog with
12 clothing items. They
decide on theme, age, or
gender of the group they will
target. Her students describe
each item using models
from their previous research.
They price the item in euros
and type the descriptions
and neatly arrange the
catalog to make it appealing
to customers. Finally, Ms.
Gautier’s students develop
an advertisement promoting
at least two sale items. She
reminds students to be
creative in their design, and
present both the catalog

and advertisement in their
role as an employee of the
agency. Her students share
their campaign with the
department store in Paris.

Intermediate Mid

Ms. Gautier assigns
students in her Tier

2 group the role of
members of the Rules
Committee for their
sister school in Montréal,
Canada. They have been
assigned to write a small
section of the school
handbook that explains
the school’s dress code.
Her students write a
brief general statement
about the dress policy
and include 12 school
rules discussing the dos
and don'ts of school
dress. Her students
describe clothes that

are acceptable and
those that are not.
Students in her Tier 2
group submit a typed
copy of the descriptions
and the dress code for
publication in the school
handbook. They design a
poster with the 12 rules,
present it to the class,
and share it with their
sister school in Montréal.

Intermediate High

Ms. Gautier assigns
students in her Tier 3
group the role of workers
in a business training
institute in French-
speaking Africa. She asks
students to write two
scenarios for business
students to use as practice
when dealing with a
variety of customers

in a clothing store. For
each one, Ms. Gautier’s
students write a script
between a “challenging”
client and a vendor. She
tells her students that the
scripts will be used by
business school students
to practice appropriate
interactions between a
challenging client and

a vendor. She reminds
her students that their
conversations should
encourage and persuade
in culturally appropriate
ways. Ms. Gautier’s
students submit a written
copy and dramatize one
script, without notes, as a
model for the class.
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Snapshot 5.2 features sample activities from Ms. Chen’s unit for a grade five Mandarin
dual immersion program. In this unit, Ms. Chen illustrates Universal Design for Learning,
