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Chapter Objectives
By the end of this chapter, readers should be able to:
· List world languages pathways in TK–12;
· 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; and
· Plan meaningful instruction to support Heritage learners.
[bookmark: _Toc40710388]Introduction
California serves over 6,000,000 students. Linguistically, these students represent over 70 spoken languages across the state (CDE, 2018). 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.
[bookmark: _Hlk39445382]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, 2018). 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, 2018). With this initiative and 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, 2019). 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 as well as 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. Stakeholders 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 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.
[bookmark: _Toc40710389]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 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.
[bookmark: _Hlk11334740][bookmark: _Hlk11334821]Based on 2018–2019 data from the CDE, there are more than 1,400 multilingual programs are currently offered throughout California (CDE, 2019). 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.
[bookmark: _Toc40710390]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 stakeholders 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, 2012, p. 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 U.S. 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 all stakeholders 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.
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 III: 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: U.S. Department of State Foreign Service Institute, Foreign Service Training (2019) https://www.state.gov/key-topics-foreign-service-institute/foreign-language-training/.
The FSI language learning timelines above are based on “70 years of experience in teaching languages to U.S. 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 a[n 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” (U.S. Department of State, 2019).
As readers consider the world language program pathways, models, and outcomes that follow, it is important that all stakeholders 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 target language and culture. For more information on proficiency ranges, see Chapter 9: Understanding the Proficiency Ranges in the World Languages Standards.
[bookmark: _Toc40710391]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 (CDE, 2019) throughout the elementary school level. Some programs begin as early as transitional kindergarten (TK) (also known as PreK) 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: 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. 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.
[bookmark: _Figure_3.2:_K–12][bookmark: fig32]Figure 3.2: K–12 Second Language Pathways and Proficiency Outcomes
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Text accessible version of Figure 3.2
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 for stakeholders 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, p. 11). 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 9. 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 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 stakeholders. These stakeholders include teachers and administrators, among others, from each school site offering or planning to offer a language pathway. School and district leaders ensure stakeholders 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, p.11). It is essential to reiterate that planning for these pathways begins early and includes collaboration from stakeholders across grade levels and school sites. For more information on planning and transitioning dual language programs from elementary to secondary grades, see page 35 of 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 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 & Terrill, 2013, p. 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 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: 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.
Emphasis Quote
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 develop the ability to interact appropriately with target culture bearers in order to communicate successfully” (2019, p. 8). 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 culture(s).
A statewide emphasis on developing a multilingual California––where at least half of California’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 FLES program aligns with their goals and plans for FLES students to begin a grade 6/7–8 world language pathway in middle school. At another school district, there is a plan to offer an elementary dual language immersion program may plan a program sequence that is articulated through grade 12, 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.
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 pathways 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.

Figure 3.3: California World Languages Roadmap
	Elementary Pathway
TK/K–5/6
	JR. High Middle Pathways
6/7–8
	Secondary Pathways
9–12
	Continued Pathways in College and University Programs

	TK–5/6 DLI or FLES Pathway: Develop a broad base of content knowledge and develop linguistic, communicative, cultural, and intercultural expertise in English and the TL within DLI or FLES program model; Biliteracy Award (certificate, ribbon)
	6/7–8 DLI or FLES Pathway: Continued development of content knowledge and develop linguistic, communicative, cultural, and intercultural expertise in English and TL within DLI or FLES program model; deepen linguistic skills and cultural competencies; Biliteracy Award (certificate, ribbon)
6/7–8 World Languages Pathway: Begin development of linguistic, communicative cultural, and intercultural expertise in L2; Articulation established to continue L2 enrollment in 9-12 world languages pathway
	9–12 DLI Pathway: Continued development of content knowledge and develop linguistic, communicative, cultural, and intercultural expertise in English and TL; deepen linguistic skills and cultural competencies in L1 and L2; AP or IB Language Exam in 9th grade or 10th grade as appropriate; L3 study option or specialized coursework in the TL beginning in 10th -grade; Seal of Biliteracy
9–12 World Languages Pathway: Begin development linguistic, communicative cultural, and intercultural expertise in L2; AP or IB Language Exam 12th grade or Dual Enrollment in TL; Seal of Biliteracy
	College Pathway: Articulation established to continue L2 study; certification in CTE-related studies; complete degree programs in languages and fields emphasizing linguistic, communicative cultural, and intercultural expertise
University Pathway: Articulation established to continue L2 study with language and related majors; continue CTE-related studies in degree programs; complete advanced degrees in languages and fields emphasizing linguistic and cultural expertise e.g., agronomy and Korean.

	TK–5/6 DLI (continued)
	6/7–8 World Languages Pathway (continued)
	9–12 World Languages CTE Pathway: Development of L2 proficiency in context of workplace (Health, Hospitality, Social Work Pathways); Seal of Biliteracy
	University Pathway (continued)


Many stakeholders are apprehensive about early language learning since 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 in alphabetical order. 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.

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 Bilingual
	Academic, literacy, and cultural development in both a language spoken at home and in English.
	Designed for English learners in kindergarten through twelfth grade.
	Elementary: May be the majority of the school day.
Secondary: Generally, one to two class periods in the TL daily.

	One-Way Immersion
	Develop language proficiency and academic knowledge in both English and in a target language and culture.
	Designed for non-native speakers of the target language in kindergarten through eighth grade.
	Majority of the school day except ELA. May maintain a target language use ratio as high as 80:20 throughout the elementary grades. Time varies in grades 6-8.

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

	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 TL and 10% daily instruction in English in kindergarten. TL instruction lessens 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 TL ratio in a variety of ways over the elementary grade span (90:10 first two years, 70:30 for multiple years, etc.)
Secondary: Students attending three to four periods in the TL 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.
[bookmark: _Toc40710392]Dual Language Immersion Program Models and Outcomes
[bookmark: _Hlk12003978]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 non-native 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, 2004; Howard, Christian, & Genesee, 2003; Lindholm-Leary and Howard, 2008; Steele et al., 2017)).
[bookmark: _Hlk11488889]High-quality dual language programs are content-driven programs and use content-based instruction (CBI) to teach the conventional school curriculum in the target 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, 2016, p. 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.
[bookmark: _Hlk11340518]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 socio-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 California Education Code as “an English learner who is enrolled in any of grades 6 to 12, 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” (2019 California Education Code, 313.1. a & b). 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, 2019). The additive bilingual approach utilized within dual language programs support 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 Dr. 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 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.
[bookmark: _Toc40710393]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 12. 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 [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 11301[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 12 with the goal of biliteracy (CDE, 2019), 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 in one- and two-way immersion programs (see figures 3.9 and 3.10 below).
[bookmark: _Toc40710394]Dual Language Immersion (One-Way Immersion) Program Model 
One-way immersion programs provide instruction in English and the target language for non-speakers 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.
[bookmark: _Toc40710395]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% instruction in English, 50% in the target language) and dual language immersion 90:10 (begin in kindergarten with 90% target language instruction, 10% English). While these are the mostly 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–12 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% 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% of instruction in the target language and 50% 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% 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.
[bookmark: _Figure_3.5:_The][bookmark: fig35]Figure 3.5: The Dual Language Immersion 90:10 Program Model
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Text accessible version of Figure 3.5
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).
[bookmark: _Toc40710396]One-Way and Two-Way Immersion Program Outcomes
One- and two-way immersion programs reflect the same proficiency outcomes, although they are comprised of 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 (4–6-year university programs) approaching or at the Superior level of proficiency (ACTFL, 2012). 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 I or II target language and culture.
Figure 3.6: K–12 Dual Language Immersion Program Proficiency Outcomes for Category I and II Languages
	MODE OF COMMUNICATION
	End of K–2
	End of 3–5
	End of 6–8
	End of 9–12

	INTERPRETIVE
	Novice High
	Intermediate Low
	Intermediate Mid
	Advanced Low

	INTERPERSONAL
	Novice High
	Intermediate Low
	Intermediate Mid
	Advanced Low

	PRESENTATIONAL
	Novice Mid
	Intermediate Low
	Intermediate Mid
	Advanced Low


Figure 3.7 outlines general proficiency expectations by grade spans for students in a dual language immersion program where students learn a Category III or IV target language and culture.
Figure 3.7: K–12 Dual Language Immersion Program Proficiency Outcomes for Category III and IV Languages
	MODE OF COMMUNICATION
	End of K–2
	End of 3–5
	End of 6–8
	End of 9–12

	INTERPRETIVE
	Novice Mid to Novice High
	Novice High to Intermediate Low
	Intermediate Low to Intermediate Mid
	Intermediate High to Advanced Low

	INTERPERSONAL
	Novice High
	Intermediate Low
	Intermediate Mid
	Intermediate High

	PRESENTATIONAL
	Novice Low to Novice Mid
	Novice High to Intermediate Low
	Intermediate Low to Intermediate Mid
	Intermediate High


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 all stakeholders are 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.
[bookmark: _Toc40710397]Guiding Principles for Dual Language Education
Many California school, district, and/or 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. 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.
1. Program Structure
2. Curriculum
3. Instruction
4. Assessment and Accountability
5. Staff Quality and Professional Development
6. Family and Community
7. 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.
Strand 2: Curriculum (pp. 31–44)
Principle 1	The program has a process for developing and revising a high-quality curriculum.
Principle 2	The curriculum is standards-based and promotes attainment of the three core goals of dual language education.
Principle 3	The curriculum effectively integrates technology to deepen and enhance learning.
Strand 3: Instruction (pp. 45–69)
Principle 1	Instructional methods are derived from research-based principles of dual language education.
Principle 2	Instructional strategies support the attainment of the three core goals of dual language education.
Principle 3	Instruction is student-centered.
Principle 4	Instructional staff effectively integrate technology to deepen and enhance the learning process.
Strand 4: Assessment & Accountability (pp. 71–88)
Principle 1	The program creates and maintains an infrastructure that supports an assessment and accountability process.
Principle 2	Student assessment is aligned with program goals and with state content and language standards, and the results are used to guide and inform instruction.
Principle 3	Using multiple measures in both languages of instruction, the program collects and analyzes a variety of data that are used for program accountability, program evaluation, and program improvement. 
Principle 4	Student progress toward program goals and state achievement objectives is systematically measured and reported.
Principle 5	The program communicates with appropriate stakeholders about program outcomes.
Strand 5: Staff Quality & 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 & Community (pp. 105–120)
Principle 1	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 & Resources (p. 121–129)
Principle 1	The program is supported by all key stakeholders.
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, stakeholders 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” (Lindholm-Leary, 2007, p.7). Stakeholders keep the context of their community in mind as they design, implement, and refine their own program. The Guiding Principles provide a detailed outline of the elements that quality dual language programs contain (Curtain and Dahlberg 2016), including resources which can be used to design, implement, and refine dual language programs.
An example of implementing the WL Standards in a DLI 90:10 pathway is included in the vignette below.

Vignette 3.1: What Happens in Spring? Grade 1 Spanish 90:10 Dual Language Immersion Lesson
Background
Mrs. 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 Mrs. 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% of their day learning in English only. Mrs. 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 the life of plants, animals, and living things. In addition, the students have read some books about spring, both in English from the school library and untranslated books from Spain (Anaya website at https://www.anayainfantilyjuvenil.com/subcoleccion/los-libros-de-las-estaciones/) 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), árboles (trees), flores (flowers), mariposas (butterflies), abejas (bees), pájaros (birds)
· Verbs: volar (to fly), brillar (to shine), tener (to have), calentar (to warm)
· Adjectives and adverbs: hermoso (beautiful), bonito (pretty), rápidamente (quickly), feliz (happy), refrescante (refreshing)
Materials and Preparation
Leading up to this lesson, Mrs. Alma had students read children’s books about spring. For this lesson, Mrs. Alma has prepared a variety of instructional materials for this lesson. Materials she curated or created include:
· Pictures of the four seasons
· Children’s books (untranslated materials from Spain: https://www.anayainfantilyjuvenil.com/subcoleccion/los-libros-de-las-estaciones/) about spring
· A set of cutouts of the main elements of spring (mounted on magnets to quickly and easily attach them to the magnetic white board)
· 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
Content Standards
· WL Standards (Novice range)
· WL.CM1.N (Interpretive Communication)
· WL.CM2.N (Interpersonal Communication)
· WL.CM3.N (Presentational Communication)
· WL.CM4.N (Settings for Communication)
· WL.CM5.N (Receptive Structures in Service of Communication)
· WL.CM6.N (Productive Structures in Service of Communication)
· WL.CL1.N (Culturally Appropriate interactions)
· 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)
Student-Friendly Learning Target: I 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.1.3, CCSS.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.CN1.N, CCSS.L.1.1,5–6).
Lesson Excerpt
Mrs. Alma begins the lesson together as a class by calling all children to the rug in front of the white board. Mrs. 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, Mrs. 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.)
Mrs. 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!
Mrs. Alma: Now remember, crisscross applesauce and we raise our hands so our friends can hear our answers, OK?
Children: OK!
Mrs. Alma: OK, good. So then, class, can you tell me, is this a picture of spring?
Children: No!
Mrs. Alma: Who can tell me what season this is?
Kaleb: Summer.
Mrs. Alma: Yes, Kaleb. This is a picture of summer. How did you know that?
Kaleb: The beach.
Mrs. 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.
Mrs. Alma: Yes. The sun is shining in the sky and looks like it is sweating (teacher 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!
Mrs. Alma: Who can tell me what season this is?
Micaela: Fall.
Mrs. Alma: Yes, this is a picture of fall. Good. How did you know that Micaela? 
Micaela: The leaves are all different colors.
Mrs. Alma: Good! Yes, the leaves on the tress 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!
Mrs. Alma: Who can tell me what season this is?
[bookmark: _Hlk13163277]Daniela: Winter.
Mrs. Alma: Yes, Daniela. This is a picture of winter. How did you know that?
Daniela: It is all white. There is snow.
Mrs. 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.)
Mrs. 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?
Children: Yes!
Mrs. Alma: Good! Now, how do we know this is a picture of spring? (teacher places the picture on the white board) 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, Mrs. 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 white board to create a spring scene.
Mrs. Alma: OK. Who can tell us one characteristic of spring that you think we should include in our scene?
Noah: Grass?
Mrs. 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?
Mrs. 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!
Mrs. Alma: OK. May I please have volunteers to put the birds, trees, butterflies, and bees on our picture?
Mrs. Alma: Who can tell us another characteristic of spring for our scene?
Michael: The sun. The sun is out a lot in springtime.
Mrs. 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!
Mrs. Alma: OK. What is another characteristic of this season, of spring?
Alexander: It rains during spring, right? Can we put rain in our picture?
Mrs. 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?
Mia: Rain brings flowers! We need flowers. 
Mrs. 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 I please have volunteers to help Mia place flowers on our picture? 
Mrs. 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.
Mrs. 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. I will use my popsicle sticks to call on you. Are we ready?
Children: Yes!
Mrs. 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 Mrs. 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, Mrs. 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, Mrs. 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 support of the chart.
Mrs. 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!
Mrs. 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 árboles”.
As Mrs. Alma reminds the students of this, she places the sentence strips for the articles under that column on the chart paper.
Mrs. Alma: Can someone give us another example of an article that goes with its noun like “la lluvia” or “los árboles”? (Mrs. Alma places the sentence strips for “lluvia” and “árboles” on the chart paper in the noun column).
Beau: The butterflies? (¿Las mariposas?)
Mrs. Alma: Yes, Beau. Las mariposas is a perfect example. “Las” is the article and “mariposas” is the noun. Thank you for volunteering. (Mrs. Alma places the sentence strip for “mariposas” on the chart paper in the noun column).
Mrs. 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. Mrs. 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.
Mrs. 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? (Mrs. Alma takes the “mariposas” sentence strip from the chart paper and places it on the board).
Dana: Butterflies are pretty?
Mrs. Alma: Yes, Dana. That is an excellent example. (Mrs. Alma writes this sentence on the white board near the chart paper as a model). Class, when we write a sentence, what do we do with the first word?
Children: Capital!
Mrs. Alma: Yes, we use a capital letter to start a sentence. (She writes this rule on the white board next to the sentence models). Good job. How about at the end of a sentence? What do we put there?
Children: A period.
Mrs. 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 white board next to the sentence models as well). Now, let’s read the sentence together. (Mrs. Alma prompts students and they read the sentence aloud).
After completing the sentence, Mrs. 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.
Mrs. Alma: OK. Let’s pick another spring word to describe. What word should we choose?
Several children: Bees!
Mrs. Alma: OK. We will describe what the bees do in the spring. (Mrs. Alma takes the “bees” sentence strip from the chart paper and places it on the board). Class what article so we use for bees? Is it “la” or “las” bees? 
Several children: Las!
Mrs. Alma: Good. Yes, we use “las” when it is plural or more than one bee. (Mrs. 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 is what verb or action word will we use?
Miguel: They fly (vuelan). The bees fly?
Mrs. Alma: Yes, they do fly. In the spring, the bees fly. (Mrs. 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 (Rápidamente). The bees fly quickly.
Mrs. Alma: Perfect, Luz. In the spring, the bees fly quickly. (Mrs. Alma takes the “rápidamente” sentence strip from the chart paper and places it on the board). Now, let’s read the sentence together. (Mrs. Alma prompts students and they read the sentence aloud).
After completing the sentence, Mrs. Alma writes the sentence beneath the strips and returns the words to their columns. Mrs. Alma continues this process with two more models, both singular nouns since the first two models were plural. She asks 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 Mrs. 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 we just used together.
Mrs. Alma writes the following directions on the board and reads them to the students:
1. 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).
2. Select words from your bank to form a sentence.
3. When your sentence is ready, read it out loud in your group and show it to the teacher.
4. Write your sentence on the blank paper.
5. Return the words to the word bank.
Mrs. Alma divides students into groups of three, mixing students with stronger Spanish skills with ones 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, Mrs. Alma distributes 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 to the class. She prompts groups to begin as soon as they have their materials.
Mrs. Alma circulates among the groups, observing the students while they work on forming their sentences and helping the children follow the steps of the task. She guides them as they construct their 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 his or her 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 returns to their seats. Once all groups have presented, the teacher transitions to another subject.
Teacher Reflection
Mrs. 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 to what they learned in other subjects and what they will learn.
Mrs. 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 that 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), Mrs. Alma will reteach the sentence formation using another means of representation.
Source and Recommended Reading: Adapted from Howard, E. R., Sugarman, J., & Coburn, C. (2006). Adapting the Sheltered Instruction Observation Protocol (SIOP) for two-way immersion education: An introduction to the TWIOP. Center for Applied Linguistics.


[bookmark: _Toc40710398]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 stakeholders to plan for elementary dual language immersion students to transition into secondary dual language pathways. This 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 stakeholders 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:
· District administrators (Curriculum & Instruction; Secondary Education, English Learner Services, Educational Services, Special Education, Human Resources, Assessment and Accountability, etc.)
· Administrators from elementary, middle, high schools
· Academic counselors from middle, high schools
· DLI teachers from elementary school
· World language teachers from middle, high schools
· Parents of students from DLI programs
· Set initial meeting dates for DLI Leadership Team
· Develop implementation timeline and corresponding action plans
Program and implementation models
· 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)
· Begin initial implementation of secondary DLI transition timeline action plans
2 years out:
Pedagogical decisions
· Survey 4th 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
· Of those, which ones have a bilingual credential/authorization (Bilingual Certificate of Competence (BCC), Bilingual, Crosscultural, Language and Academic Development (BCLAD), Bilingual Authorization)
· 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
· Minimum of two courses per day to remain a DLI program (three courses a day is ideal)
· If only one course per day, then program becomes a “developmental bilingual program”
· In what department are those who are interested in teaching in the DLI program?
· Those who currently possess a bilingual credential/authorization
· 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
· Aligned with California content standards?
· Currently available through the district?
· Available for purchase?
· Create draft/sample Master Schedule
Program support
· Connect with community organizations for partnership opportunities
· Present proposed program to all stakeholders
· Refine DLI program plan based on stakeholder feedback
· Create budgetary plan for DLI implementation year over year
· Create system for annual reflection on DLI program alignment with the Guiding Principles for Dual Language Education, 3rd edition (Free PDF download available at http://www.cal.org/resource-center/publications-products/guiding-principles-3. Also available for purchase through same URL)
1 year out:
1DLI Program staffing
· Inform interested teachers of open positions in DLI program
· Create DLI teacher job description
· Differentiate from regular certificated job description
· Bilingual/biliterate required
· Consider incentives for teachers to join program
· Stipends
· Additional release days for vertical planning, DLI professional development
· Create interview protocol for DLI teachers
· Have at least one native speaker of the partner language on the interview panel
· Include at least one question to be asked/answered in the partner language
· 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 (it is recommended that the teachers not be asked to translate a document from English to the partner language as this will not be the main focus of their work as teachers in the DLI program) (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
· To ascertain the level of literacy in the partner language, including academic language use
· Publicize DLI program openings
· Edjoin
· DLI networks/listservs
· 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
· Suggested topics:
· DLI foundations
· Academic language development in the partner language
· Best practices for DLI programs
· Conferences with secondary DLI strands/workshop/institute offerings
Student recruitment
· Plan publicity campaign regarding new DLI program at middle school
· Public service announcements on radio, local cable stations, etc.
· Connect with community organizations for recruitment support
· Determine entry criteria
· For students currently in DLI program
· Those who have come from schools without a DLI program
· Plan pathways to the California State Seal of Biliteracy awards (More information available in Multiple Pathways to Biliteracy available at http://www.ciclt.net/ul/calto/MultiplePathwaystoBiliteracyFinal.pdf or for purchase at https://www.californianstogether.org/product/california-campaign-for-biliteracy/) to incentivize students to remain in DLI program
· Schedule parent information meetings regarding middle school DLI program
Source: California Association of Bilingual Education (CABE) Professional Development Services (2019). https://cabe2019.sched.com/area/Workshop+Handout+Available.
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, 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.
[bookmark: _Toc40710399]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 2016, p. 414). Students completing a FLEX program do not achieve any degree of target language proficiency outlined in the WL Standards.
[bookmark: _Toc40710400]Foreign Language in the Elementary School (FLES)
Foreign Language in Elementary Schools (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 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 (2016). This can lead to these programs disappearing from schools due to not meeting the expectations of stakeholders. 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 learning is a priority.
Language learning is secondary.
Content objectives determined by course goals or curriculum.
Teachers must select language objectives.
Students evaluated on content mastery.
	Content is used to learn L2.
Language learning is priority.
Content learning is incidental.
Language objectives determined by L2 course goals or curriculum.
Students evaluated on content to be integrated.
Students evaluated on language skills/proficiency.


Source: Content-based Instruction: Defining Terms, Making Decisions (Met 1999)
In their 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 2012)
ACTFL’s 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 and Husén, 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” (Pufahl and Rhodes, 2010, p. 272). The next section of this chapter discusses pathways for long language learning sequences and more traditional secondary language offerings.
[bookmark: _Toc40710401]Secondary World Languages Pathways
[bookmark: _Toc40710402]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, 2016; 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 (ACTFL 2012, Curtain and Dahlberg 2016, Shrum and Glisan 2015) if the goal within this grade span is to develop higher ranges of language proficiency. More robust language program models provide the opportunity for middle school students to achieve 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 in 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 6–8. The goal of a world languages pathway in grades 6/7–8 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.
[bookmark: _Figure_3.11:_Middle][bookmark: fig311]Figure 3.11: Middle School Language Proficiency Outcomes by Pathway
[image: ]
Text accessible version of Figure 3.1
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 on page 24 of 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 possible when the WL Standards are implemented in a standards-based lesson with middle school students.
Snapshot 3.1: Teaching the WL Standards in Grade 8 Japanese
[bookmark: _Hlk13347219]Mrs. 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 peaking up into the Intermediate Low range. Since Mrs. 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.
Mrs. 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. Mrs. 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, Mrs. Watson stands just outside of her classroom door and greets her students in Japanese as they enter. As she greets them, Mrs. 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 to check the instructions projected on the board for their warmup activity. Just before the bell rings, Mrs. Watson enters her classroom and closes the door.
Mrs. 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. Mrs. Watson then tells the class that the learning objective for today is to discuss personal fast food preferences and pros and cons of eating fast food in Japanese. 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.
Mrs. 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 Mrs. 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 the room.
When the timer goes off, the class stops and looks to Mrs. 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. Mrs. Watson asks the partners who are starting to raise their hand. 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 the room to monitor their conversations and keep them on task. As students finish, they return to their seats.
When the timer goes off, Mrs. 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.

[bookmark: PROJ]Projection of Handout with Sample Student Answers
[image: ]
Text accessible version of the Projection of Handout
Once students complete their responses, Mrs. 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, Mrs. Watson projects a timer, tells students she will check on where they are in four minutes, and has students begin the survey. Again, Mrs. Watson mingles among the students to keep them on task, communicating in the target language, and to monitor their progress.
Once the time is up, Mrs. Watson asks students to share their survey results with the class. Once the class has had some whole group discussion of the survey results, Mrs. 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 are finished the writing activity, Mrs. 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, Mrs. 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, Mrs. Watson moves from group to group checking their progress and supporting students as needed.

Pros and Cons Related to Fast Food
[image: ]
When students complete the activity, each group is called to the document camera to share their pros and cons with the class. Mrs. 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


[bookmark: _Toc40710403]High School World Languages Program Models and Outcomes
As students progress through high school, they move from an exploratory stage towards 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.
[bookmark: _Toc40710404]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, p. 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.
[bookmark: _Toc40710405]High School (9–12) Dual Language Immersion Pathway
The goal of 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 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.
[bookmark: _Toc40710406]High School World Languages and Career Technical Education Pathway
Career technical education (CTE) pathways abound in high schools throughout California. The goal of a 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 (CDE, 2019) while developing second language proficiency. 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, 2019). 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.
[bookmark: _Figure_3.12:_High][bookmark: fig312]Figure 3.12: High School Dual Language Immersion and 9–12 World Languages Pathways Proficiency Outcomes
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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.
[bookmark: _Toc40710407]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–12 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 and /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.
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. This consists of 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 page 8 of this chapter.
As mentioned throughout this 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.
[bookmark: fig313]Figure 3.13: K–16 General Proficiency Outcomes
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Text accessible version of Figure 3.13
Source: ACTFL Performance Descriptors (2012)
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 pages 4–6 of 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. (Global ca 2030 quote)
[bookmark: _Toc40710408]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:
· Integration 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 exposes students to authentic language models and texts (Chapter 5)
· Valid and appropriate assessment (Chapter 10)
· 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 WL Framework chapter listed in parentheses.
[bookmark: _Toc40710409]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 Heritage Language Instruction may also be extended to the education of deaf children using American Sign Language living 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 non-natives 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 their 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 to 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 communicative 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 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/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.
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 were often 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 multi-paragraph 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 or 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 non-native 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.
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 student 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 of aspects of the target language provide contextualized practice necessary to address the essential questions.
Teachers can use additional literary and non-literary 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 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.
Vignette 3.2: Do You Want to Get Rabid with Me?
Mr. Sánchez 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.CN1.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 and 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
· locate statistics/numerical information that shows the impact of violence on society;
· locate/produce pictures/drawings that show the impact of violence on society;
· locate/create a dance (movement) that shows the impact of violence on society; or
· locate/produce a song/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?
· 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 1–4 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. Mr. Sánchez 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.
Part 1
1. What do you think the story is about? Why?
2. What happened to the friend of the narrator?
3. Why did the farmer say that the dog wasn't his?
4. Describe the dog's appearance.
5. How did the farmer's daughter explain the appearance of the dog?
6. Why didn't the narrator and his friend believe the farmer?
Part 2
1. What do you think is going to happen? Why?
2. How did the narrator's friend react?
3. What did the farmer's daughter do to her father?
5. What did the neighbors do?
6. How did the daughter respond to the pleas of the priest?
Part 3
1. What do you think is going to happen next? Why?
2. Why does the narrator return to the village after a year?
3. Why did he respond to the dog with caution?
Part 4
1. What do you think is going to happen next? Why?
2. What does the author mean by: it is an abulic animal, but he protects the sacristy well and never bites a good Christian?
3. What really happened in the story?
Mr. Sánchez uses the following steps to guide students in the reading process:
1. Asks students to read the interpretation questions that follow the selection in order to know what tasks they will need to accomplish.
2. 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 below in the vocabulary box with Numbered and Lettered Options below.
3. 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. Sánchez 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 Suárez - 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 I 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.”
The farmer told us that he didn't find the certificate of vaccination.
“I must have lost it.”
“The life of a man may be in danger,” I interjected. “Tell us, truthfully, if the dog was vaccinated or not.”
The farmer lowered his head and murmured.
“It's healthy.”
I 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,” I observed.
“I 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?” I asked.
“Probably.”
“Give it something to drink,” I 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. It 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,” I 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.
“I bet it thought you wanted to rob us,” added the farmer's daughter.
	Numbered Options
	Lettered Options

	1. Sickle
2. analyze
3. proof
4. Meanwhile
5. Appearance
6. Drooling
7. Sockets
8. certificate of vaccination
9. murmured
10.  pale
11. panting
12. inspire
13. paralyzed
14. ladle
15. slumped
16. glassy
	a. cavity that holds the eyes
b. without color
c. certificate of vaccination
d. encourage
e. large spoon used to serve soup
f. look
g. semicircular knife
h. proof
i. said in a soft voice
j. covered with a film
k. at the same time
l. breathing heavily
m. could not move
n. lifeless
o. complete a series of tests
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 I understood that he was about to lose his mind.
The young woman began to whimper, and the mother to scream:
“Criminal! Criminal!”
In vain I tried to calm them. The farmer grabbed a club and advanced threateningly towards 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 I tried to stop the farmer's wife, his daughter jumped on top of her father and bit him on the wrist until he bled.
“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.
I 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. I 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 towards me, showing me her teeth with ferocity. I was faster than she was and I jumped the fence. From the other side I 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 I begged someone to call the authorities. Then I saw with horror that the farmer's wife was carrying a hoe. I called her trying to distract her, but I could not prevent her from striking my friend's head and opening it. That monstrous crime made me crazy and I 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. I 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, I 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 I was watching his dog with certain fear, he asked:
“You don't like animals?”
“Yes, of course,” I 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 that 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. Sánchez 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. Sánchez 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. Sánchez 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.
c. I began to scream so that someone would come to help us.
d. I begged my friend not to continue doing crazy things.
e. The neighbors clamored for the violence to end.
f. I screamed for them to inform the authorities.
g. The priest wanted there to be peace.
h. 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 I 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.
l. The priest received us in a friendly fashion as if he realized that I was watching his dog with fear.
m. If I could, I would kill that dog who caused the tragedy.
Mr. Sánchez reminds students that the subjunctive mood reflects a desired action, situation or event that is beyond the control of the speaker. (It'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 occurred in the present/past respectively. He 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:	I beg you to calm down.
Past:		I begged you to calm down.
Mr. Sánchez has student group 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
Infinitive
	Yo
I
	Nosotros
We
	Tú
You
	Él/ella/usted (Ud.) He/She/You
	(Ellos/Ellas/Ustedes)
They/You

	Permitir
to permit
	permitiera permitted
	[blank]
	[blank]
	[blank]
	[blank]

	Cortar
to cut
	[blank]
	cortáramos
cut
	[blank]
	[blank]
	[blank]

	Venir
to come
	[blank]
	[blank]
	vinieras came
	[blank]
	[blank]

	Avisar
to advise
	[blank]
	[blank]
	[blank]
	avisara advised
	[blank]

	Apagar
to turn off
	[blank]
	[blank]
	[blank]
	[blank]
	Apagaran
turned off

	Continuar
to continue
	[blank]
	[blank]
	[blank]
	Continuara
continued
	[blank]

	Morir
to die
	[blank]
	[blank]
	murieras died
	[blank]
	[blank]

	Entregar
to deliver
	[blank]
	entregáramos
delivered
	[blank]
	[blank]
	[blank]

	Devolver
to return
	Devolviera
returned
	[blank]
	[blank]
	[blank]
	[blank]

	Dar
to give
	[blank]
	diéramos
gave
	[blank]
	[blank]
	[blank]

	Ser
to be
	[blank]
	[blank]
	Fueras
were
	[blank]
	[blank]

	Traer
to bring
	[blank]
	[blank]
	[blank]
	Trajera
brought
	[blank]

	Decir
to tell
	[blank]
	[blank]
	[blank]
	[blank]
	dijeran
told


Mr. Sánchez 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 changes in the present?
6. What do you notice about the endings of the verbs "to bring" and "to tell"?
Mr. Sánchez 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 I was observing his dog with concern.
Today people behave as if violence is the only way to resolve problems.
Mr. Sánchez 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 I could (but I can't), I would kill the dog that caused the tragedy.
If people thought (but they don't) before they act, there would be less violence.
Mr. Sánchez 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 I 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.
In elementary school, my teachers…
recommended that we…
asked us to…
insisted that we…
said that it was important /necessary that we…
Mr. Sánchez’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 completing their practice, Mr. Sánchez has students work independently to describe a situation in which they or someone that they know has been involved or seen a violent situation. Students describe in detail the consequences and what could have been done to change the outcome.
Mr. Sánchez 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. Sánchez 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 anti-violence 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 (Interpersonal and Presentational) Task: You are a member of a committee that works to prevent youth violence. The government has given a sum of money to develop a prevention program. Write what your committee plans to solve the problem that you identified in the previous activity.
Mr. Sánchez 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
· what activities were less useful
· what activities were most enjoyable
· what knowledge and skills have they been able to use outside of the classroom
Adapted from “Teaching Spanish to Spanish Speakers: A Common Core Approach” (Zaslow, 2013).
[bookmark: _Toc40710410]Conclusion
California’s rich linguistic and cultural diversity provides the backdrop for our 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 only expected 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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[bookmark: text32]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.
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.
[bookmark: text35]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% of instruction in the target language with increasing English instruction until academic work and literacy are at a 50:50 ratio. The bar graph show instruction in the target language is 90% and 10% English in TK and K, 80% and 20% English in first grade, 70% and 30% English in second grade, 60% and 40% English in third grade, and then 50%:50% in the fourth grade and beyond. Return to Figure 3.5.
[bookmark: text311]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 6/7and 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 6/7and 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 3.11.
[bookmark: projection]Projection of Handout with Sample Student Answers
The table in this snapshot is an example of a handout to guide students as the list and later discuss fast food preferences. The title of the table is “Fast Food.” The table contains two columns where students list their preferences. The first column is titled “Good Places” and the second column is titled “Bad Places.” Return to Projection of Handout.
[bookmark: text312]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.
[bookmark: text313]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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