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Chapter Objectives
By the end of this chapter, readers should be able to:
· Explain the three modes of communication and how they differ
· Explain the importance of using the target language 90%+ during instruction and using authentic materials during interpretive communication.
· Describe the importance and advantages of engaging students with real world content and settings as they develop their communication skills
· Connect the Communication Standards to the Four Domains of Global Competence
· Identify ways that students learn to use and compare structures within the communicative context
· Apply strategies to engage students in age- and proficiency range-appropriate, standards-driven, and culturally-authentic instruction for teaching the three modes of communication
[bookmark: _Toc40423473][bookmark: _Hlk17034921]Introduction
Communication is a complex process that is impacted by the language user’s understanding of content and culture. Using the backward design approach to planning, teachers identify the desired results and determine acceptable evidence of learning. Teachers then use authentic materials and design learning experiences that incorporate varied instructional strategies. Language teachers provide students with opportunities to practice communicative tasks in the most realistic manner possible. Teachers select age- and proficiency range-appropriate communicative functions, the purpose for communication, as the focus of thoughtfully planned instructional sequences designed to develop student comprehension of and ability to communicate in the target language. For more information about backward design, please see Chapter 5: Implementing High-Quality World Languages Instruction.
[bookmark: _Toc40423474]The Modes of Communication
The act of communication is carried out in three modes. The modes of communication include the ability to comprehend and interpret messages when viewing, listening, and reading (interpretive); the ability to communicate spontaneously, collaboratively, and purposefully when viewing and signing, listening and speaking, reading and writing (interpersonal); and the ability to communicate messages without negotiating meaning when speaking, signing, or writing (presentational). These three modes of communication occur in culturally authentic situations and allow students to access information often available exclusively through authentic materials from the target culture.
[bookmark: MODESfig]The Modes of Communication
[image: ]
[bookmark: _Toc40423475]Source: ACTFL
[bookmark: _Toc40423476]High-Leverage Teaching Practices
In recent years, researchers have identified High-Leverage Teaching Practices (HLTP) in many subject areas. These practices represent what classroom teachers should know and be able to do in order to ensure that students achieve the outcomes specified in content standards. In World Languages, HLTPs can be used to inform planning and guide teachers as they enact research-based instructional practices. The six HLTPs included in Figure 6.1  are best suited for the instruction of world languages. These six practices, and more, are explored in depth in “Enacting the Work of Language Instruction: High-Leverage Teaching Practices” (Glisan & Donato, 2017). Teachers who enact HLTPs during instruction create a linguistically and culturally rich environment to support students as they develop communicative, cultural, and intercultural proficiency. Such teachers rely on the linguistic and cultural knowledge, strengths and talents their students bring in the classroom and engage them in asset-based learning experiences.
Figure 6.1 briefly outlines six HLTPs and offers select examples of each. While they are designed to be the minimum that novice teachers are able to do in the classroom, it can be helpful for more experienced teachers to review these practices in order to strengthen and expand their practice.
[bookmark: _Toc40423477]Figure 6.1: High-Leverage Teaching Practices (HLTP) and Selected Examples
High-Leverage Teaching Practice 1: Facilitating Target Language Comprehensibility
· Teacher defines new words with examples rather than translation.
· Teacher uses vocabulary and structures that students know and builds on them over time.
· Teacher uses visuals and concrete objects to support comprehension.
· Teacher uses question sequences (yes/no, forced choice, open-ended).
High-Leverage Teaching Practice 2: Building a Classroom Discourse Community
· When planning, teacher considers specific language and cultural knowledge the students will need in order to be successful when carrying out communicative tasks.
· Teacher identifies contexts and topics that will motivate learners to talk and exchange ideas.
· Teacher engages students in multiple opportunities for target language communication with teacher and with each other.
· Teacher provides students with wait-time and scaffolding assistance to encourage participation and reduce anxiety.
· During activities, teacher groups students facing one another.
· Teacher previews activities, tells students how much time they have to finish, and tells students what they will be expected to do after the activity is over.
High-Leverage Teaching Practice 3: Guiding Learners to Interpret and Discuss Authentic Texts
· Teacher guides students through a sequence of Interpretive tasks:
· Introduces text in a way that piques student interest and curiosity
· Guides students as they skim for main ideas and scan for important ideas
· Provides time for students to read/listen/view
· Teaches students to guess and infer meaning from context (pair/group)
· Teacher guides students through text-based discussion
· Establishes “rules” for contributing to discussion
· Teaches students how to “take the floor” to speak
· Arranges desks in a circle or facing one another
· Asks questions to guide or move the discussion forward (provides wait-time, ignores language errors, participates as needed to clarify or ask for more information, permits short answers)
Novice learners may identify the theme in the Target Language, but may need to discuss the main idea in English in order to be able to demonstrate deeper levels of understanding.
High-Leverage Teaching Practice 4: Focusing on Form in a Dialogic Context Through PACE
The teacher uses the following steps to introduce new structures:
· Presentation: presents an authentic story in the target language from the target culture
· Attention: draws students’ attention to specific structures in the story
· Co-construction: teacher and students co-construct explanations of structures and meaning together through discussion
· Extension: students use the structure in new and meaningful contexts (in culturally appropriate activities for all three modes of communication, rather than grammar worksheets)
(For more examples of PACE, see Figure 6.6 later in this chapter)
High-Leverage Teaching Practice 5: Focusing on Cultural Products, Practices, and Perspectives in a Dialogic Context
· Teacher uses images as a springboard to teach cultural perspectives and guide students to generate their own hypotheses and explore cultural perspectives using the IMAGE Model.
1. Presents images to develop clear understanding of cultural products and practices and guides students to make observations about what they see in the images.
2. Teacher guides students as they analyze additional information about product and/or practice.
3. Teacher guides students as they generate hypotheses about cultural perspectives.
4. Teacher creates or supports opportunities for students to explore perspectives and reflect further beyond the classroom.
High-Leverage Teaching Practice 6: Providing Oral Corrective Feedback to Improve Learner Performance
Teacher employs a variety of oral corrective feedback types to improve student performance:
· Explicit correction
· Recasts
· Clarification request
· Metalinguistic feedback
· Elicitation
· Repetition
Teacher decides when it is appropriate to provide oral corrective feedback, dependent on the objective of the communicative task.
(For more examples of oral corrective feedback, see Figure 6.13 later in this chapter.)
Source: Enacting the Work of Language Instruction: High-Leverage Teaching Practices. Glisan & Donato. (2017)
The WL Standards are grounded in the belief that each and every student is capable of learning a language in addition to English and deserves the opportunity to do so. In anticipation of and in response to individual student language needs, world languages teachers use the principles of Universal Design for Learning (UDL) as they plan instruction and enact high-leverage teaching practices in their classrooms. Lessons that incorporate the principles of UDL provide multiple means of:
· Engagement: lessons tap into learners' interests, offer appropriate challenges, and increase motivation
· Representation: lessons give learners various ways (choice) of acquiring information and knowledge
· Action and Expression: lessons provide learners alternatives for demonstrating what they know
For more information about UDL, please see Chapters 2 and 5 of this framework.
[bookmark: _Toc40423478]Functions, Settings, and Structures in Service of Communication
Meaningful, effective communication serves multiple functions in the real world, occurring in specific settings or circumstances which can be recreated in the classroom in simulations to support the learners’ acquisition of the target language. Different language structures (morphology and syntax among them) need to be taught in line with the specifics of the target language and, most importantly––with focus on communication. For example, languages which distinguish not only natural, but also grammatical gender (Spanish, German, among many) pose a particular challenge for native speakers of English. Yet, when taught through the communication and for purposes of communication, students acquire the gender specifics of the target language with greater ease.
To support students in developing communicative proficiency, teachers use language functions to guide students’ thinking processes. The following is a list of some high-frequency functions (Clementi and Terrill 2017; and World Languages Standards, 2019):
1. Asking and responding to questions
2. Describing people, places, and things
3. Expressing feelings and emotions
4. Expressing preferences and opinions
5. Maintaining a conversation or discussion in person or virtually
6. Telling or retelling stories
7. Summarizing or interpreting authentic oral, signed, or written texts
8. Presenting information orally, by signing, or in writing
A more complete list of language functions can be found in Chapter 1 of this framework.
Thinking skills can transfer positively from the dominant language (L1) to the target language (L2) to support the development of language skills in the L2. (Cummins, 1979, 2014; Richards, 2005). From the earliest ranges and phases of target language development, teachers provide multiple opportunities for students to utilize newly learned language in ways that require higher-order thinking skills across all proficiency ranges.
For example, Novice High students of Latin view varied images of ancient Roman tombstone inscriptions. Prior to this activity, they have learned that in ancient Rome, a person’s status in society was directly related to factors such as age, gender, and family status. Based on this prior knowledge, the teacher asks the students to make inferences (a higher-order thinking skill) about an individual’s position in the family based on their gender and age and respond to a series of targeted questions designed to guide their thinking. They discuss their inferences with their group and then compare their group’s results with the rest of the class, citing evidence from their observations.
This chapter provides guidance for stakeholders interested in world languages education and the implementation of the WL Standards for Communication. After reviewing the section on the Communication Standards in California’s WL Standards document, educators and other stakeholders will learn more about each Communication Standard and find instructional strategies that develop learners’ communicative proficiency and global competence.
[bookmark: _Toc40423479]The Communication Standards
Communication is at the heart of language learning and teaching, whether it occurs face-to-face, in writing, using technology, or across centuries through the reading of literature or viewing of artifacts. As such, the WL Standards begin with Communication. Being central to world languages, there are seven standards for Communication. These standards can be grouped into three areas: Modes of Communication, Settings for Communication, and Structures and Language Comparisons in Service of Communication. Figure 6.2 provides a complete list of the seven Communication Standards.
Emphasis Quote
Communication is at the heart of language learning and teaching, whether it occurs face-to-face, in writing, using technology, or across centuries through the reading of literature or viewing of artifacts.
[bookmark: _Toc40423480]Figure 6.2: The World Languages Communication Standards
[Note: During the graphic design stage in the production of this framework, a graphic depicting how the seven Communication standards are interrelated will be produced. The list below is provided as a reference.]
Communication Standard 1: Interpretive Communication
Communication Standard 2: Interpersonal Communication
Communication Standard 3: Presentational Communication
Communication Standard 4: Settings for Communication
Communication Standard 5: Receptive Structures in Service of Communication
Communication Standard 6: Productive Structures in Service of Communication
Communication Standard 7: Language Comparisons in Service of Communication
[bookmark: _Toc40423481]Communication Standard 1: Interpretive Communication
In this section, readers will learn about the characteristics of Interpretive communication and gain insight into sources of authentic materials and instructional strategies to make those materials accessible to students at varied ranges of proficiency.
Goal
· Students demonstrate understanding and interpret and analyze what is heard, read or viewed on a variety of topics, from authentic texts, using technology, when appropriate, to access information (WL Standards, 2019, p. 12).
Interpretive communication is a one-way process by which individuals acquire or take in information from authentic materials through listening, viewing, or reading. A key characteristic of interpretive communication is that the learner is not able to interact with the creator of the message in order to negotiate meaning or ask clarifying questions.
Current education research supports the teaching of interpretive communication through authentic materials rich in language, culture and content. (Shrum, 2015; Glisan and Donato, 2017). When teachers use authentic materials to present content, they facilitate the 90%+ target language ratio recommended by ACTFL. Teachers can also build on students’ prior knowledge and gradually add new concepts in context (i+1), where “i+1” is a representation of Krashen’s Input Hypothesis which states that if learners are at a stage i, language acquisition takes place when they are exposed to comprehensible input which introduces them to level i + 1.
EMPHASIS quote:
"Research and theory indicate that effective language instruction must provide significant amounts of comprehensible, meaningful, and interesting talk and text in the target language for learners to develop language and cultural proficiency. ...one high-leverage teaching practice that is essential for all foreign language teachers is the use of the target language during instruction in ways that makes meaning clear and does not frustrate or de-motivate students."
Glisan and Donato, Enacting the Work of Language Instruction: High Leverage Teaching Practices" Language Educator Magazine, March/April 2017.
In the classroom setting, students acquire Interpretive communication skills when the teacher supports students in understanding the language, culture, and content available in authentic materials. By including authentic materials, teachers introduce students to theme-specific vocabulary in the context of the target culture. Teachers do this by using printed or digital images, videos, song lyrics, advertisements, and other authentic resources. Knowing that students will not understand every word in an authentic material, teachers design instruction to engage the learners in meaning-making activities as described later in this chapter in the extended, multi-mode Snapshots 6.1a–6.1c.
The WL Standards underscore the importance of immersing students in the target language and cultures so students can participate in culturally and communicatively relevant experiences. Rather than having students memorize long vocabulary lists of target language words and their English meanings, teachers guide students in meaning-making in the target language using a wide variety of strategies to make input (language, culture, and content) comprehensible. Making authentic materials comprehensible ensures that students are able to develop communicative proficiency while building content and cultural knowledge. Teachers can use gestures, facial expressions, and other non-verbal cues or language that students have already acquired to make concrete topics within the Novice, Intermediate, and Advanced ranges comprehensible. Interpretive communication is not translation.
Teachers also make use of visuals, props, objects, and other forms of realia from the target culture in order to provide visual references for students and to scaffold their learning of the new language concepts through story-telling. Teachers can engage students in acting out vocabulary concepts using gestures or whole-body movement to reinforce the language. Finally, teachers may use vocal emphasis during choral response to focus student attention on new concepts. 
Figure 6.3 provides sample strategies language teachers can use to provide comprehensible input. The suggested strategies are applicable at all language proficiency ranges (Novice, Intermediate, Advanced) and phases (Low, Mid, High). Furthermore, the suggested strategies are appropriate for speakers of English, heritage, and native speakers who are learning the target language.
[bookmark: _Toc40423482]Figure 6.3: Examples of Comprehensible Input Strategies
· Provide context for new vocabulary and material by using props, manipulatives, and visuals.
· Use gestures, body language, and demonstrations to link language with actions. Have students repeat physical movements to reinforce concepts and to demonstrate understanding.
· Use repeated predictable activities and routines to help students feel safe and comfortable. The more they understand the process, the more open they are to learning new material.
· Provide multiple scaffolds by segmenting or breaking the learning into small incremental steps, with the teacher modeling each step before asking students to produce language.
· Provide students with language basics that assist them in participating in activities with the target language. This can be in the form of word walls, sentence starters, and sentence frames posted around the classroom.
· Use circumlocution to rephrase or explain the new concept.
While engaging students in comprehensible input activities, language teachers frequently and consistently check for understanding. Teachers use a sequence of yes-or-no, true-or-false, either-or, and short-answer questions as formative assessment or checks for understanding of their students’ comprehension before, during, and after the input phase of the lesson. Teachers then respond by adjusting and adapting their instructional choices judiciously to better support their students. Some responses teachers can use include prompting students with additional questions that stimulate further analysis or discussion, modeling some ways to respond either verbally or with written sentence frames, providing corrections strategically to address misconceptions, offering encouragement to keep students trying, and communicating validation when students make progress toward responding appropriately.
Figure 6.4 outlines a sampling of non-verbal and verbal checks for understanding (CFU) that world languages teachers can use as formative assessment during the comprehensible input phase of a lesson.
Figure 6.4: Examples of Checks for Understanding (CFU)
Examples of Checks for Understanding (CFU)
Non-verbal:
· “Hold ups”
· Finger(s), thumbs, hand
· Colored cards
· Pictures
· Four corners
· Drawings
Act out the concept (movement)
Verbal (oral and/or written):
· Question sequence
· Line ups (Q/A)
· Inside-outside circles (Q/A)
· Mini-white boards
· Pair/Share
· Cloze passages
· Exit/Entrance slip
· Graphic Organizers
· Outline of a text
· Annotations to a text
· Dialectical journal
Past practices have included translating texts into English to demonstrate comprehension, but research has shown (Donato, 1994; Glisan and Donato, 2017; Politzer, 1970; Sousa, 2011; Swain, 2000) that translating target language texts into English for students does not constitute nor support target language development.
Emphasis Quote
Interpretive communication is not translation.
Instead, to support students in developing their ability to interpret target language messages, teachers adapt the task to allow students to demonstrate understanding at the appropriate proficiency range, whether by identifying words and phrases in context, identifying key details in a text, or summarizing the main idea of the text. This interpretation of meaning is done without translation from the target language to English. Students within any range of proficiency are able to demonstrate understanding as long as teachers focus on the appropriate proficiency target for the activity.
Snapshot 6.1a illustrates how a teacher of Arabic supports learner’s comprehension of authentic materials in a lesson designed for Novice language learners. The activities provide opportunities for students to learn about some products and practices related to food in the Arabic cultures. Through this lesson, the students also acquire additional knowledge about healthy foods and healthy living.
[bookmark: _Toc40423483]Snapshot 6.1a: Novice-Mid Arabic Unit Excerpt on Eating Healthy Meals (Interpretive Mode Activities)
As part of a unit on eating healthy, nutritionally balanced meals, students of Arabic use the internet to visit a website that features a collection of recipes from twenty-two different Arabic-speaking countries. The students view several recipes of their choice from the collection and scan the recipes in order to identify the ingredients that their teacher has taught them during the comprehensible input phase of the lesson which, took place prior to this activity (Communication and Culture: what people eat and when).
The teacher provides a graphic organizer where students are asked to record the names of main dish and dessert recipes that include specific ingredients—such as lamb, chickpeas, yogurt, or honey—that the students have learned about in a previous lesson. They also record the country where the dish is eaten and whether the ingredients are healthy or not (Connections). In this Novice range interpretive activity, students are asked to identify words or expressions that they understand and are provided with a graphic organizer to scaffold their learning.
World Languages Standards:
WL.CM1.N, WL.CM5.N, WL.CL2.N, WL.CN1.N
Students use the Interpretive mode of communication at multiple points of this thematic unit. In the early stages of a unit, language learners interpret materials that provide new information related to the unit’s theme, content, and culture. Learners also engage in interpretive activities and reflect on their learning in the middle or at the end of the unit when working with unfamiliar authentic materials in the target language.
Figure 6.5 describes sample functions through which teachers can engage students in interpretation of authentic materials. Some of these functions are applicable at the three language proficiency ranges (Novice, Intermediate, Advanced), while others apply only at Intermediate and Advanced. For more in-depth discussion of language functions, see Chapter 1 of this framework.
[bookmark: _Toc40423484]Figure 6.5: Sample Functions for Interpretive Communication by Proficiency Range (N=Novice, I=Intermediate, A=Advanced)
	FUNCTION
Students demonstrate understanding by being able to:
	N
	I
	A

	Follow oral instructions related to information on the theme
	•
	•
	•

	Follow a route on an online interactive map and list discoveries at select locations
	•
	•
	•

	Select the correct label from two or three options
	•
	•
	•

	Match images to the lyrics of a song (or a place to visit)
	•
	•
	•

	Sequence pictures to illustrate a narrative and its plot and provide textual evidence as captions
	•
	•
	•

	Identify the main and supporting characters and settings by drawing or finding authentic pictures for each
	[blank]
	•
	•

	Create a character web with elaborate details after reading a story
	[blank]
	•
	•

	In a dialectical journal, express understanding of text using quotations and reflections on a given topic
	[blank]
	[blank]
	•


Teachers can adapt the activities listed above to a variety of contexts. For example, usually matching pictures is a Novice task. An Intermediate task could include matching a caption or headings to images in a newspaper. An Advanced task may be to illustrate an article with photographs that relate to the main points of the article. Each of these examples relates to adapting tasks to the appropriate proficiency range of the students.
The WL Standards emphasize that when designing student activities for Interpretive communication, language teachers carefully consider the situations in which interpretive communication occurs in real-world settings. Teachers begin instruction for Interpretive activities by identifying the situation and purpose of the actual Interpretive task. For example, in a unit on leisure and travel in a middle or high school Intermediate class, students may be asked to imagine they are a coordinator in a student-exchange program. Students research target-language and target-culture websites, and other authentic materials, in order to match the interests of three applicants planning to travel to a country where the target language is spoken.
Emphasis Quote
Reader Self-Assessment: Interpretive Communication
· Can you define Interpretive communication?
· Can you identify examples of Interpretive tasks/functions?
[bookmark: _Toc40423485]Communication Standard 2: Interpersonal Communication
In this section, readers will learn about the characteristics of Interpersonal Communication and gain insight into instructional strategies to engage students in Interpersonal Communication and provide them with support at varied ranges of proficiency.
Goal
· Students interact and negotiate meaning in a variety of real-world settings and for multiple purposes, in spoken, signed, or written conversations. They use technology as appropriate, in order to collaborate, to share information, reactions, feelings, and opinions. (WL Standards, 2019, p. 14).
Interpersonal communication is the process by which people exchange information, feelings, and meaning through non-verbal, verbal, and immediately shared written messages, often in a face-to-face or technology-supported setting. Interpersonal communication is a two-way, spontaneous exchange of information. It occurs when participants in the exchange negotiate meaning by asking and answering questions to clarify the message and gain missing information. An example of this negotiation of meaning and information gap is a dialogue about clothing and colors:
Student A (asks an initial question): What are you wearing tonight at the party?
Student B (responds): A blue dress and a white cardigan.
Student A (follows with a comment and a clarifying question): Oh, sounds interesting… What shoes? What color are your shoes?
In contrast, placing students in pairs and instructing them to ask each other about the color of the clothes they are wearing at that moment (for example, What color is your skirt?) eliminates all elements of spontaneous communication since the students are able to see each other and, therefore, there is no information gap that requires communication to resolve.
Information gap (also known as A::B or A/B) activities are those in which two students, partner A and partner B, exchange information on a topic. Each student lacks some information and details that the other student has. Through conversation in the target language, just as in real-life interactions, both partners gain more complete understanding of the topic that is relevant to their interests. Surveys, extended interviews, and simulated client/service provider dialogues are some examples of interaction scenarios that language teachers can use for students to practice authentic Interpersonal communication. When designing such activities, teachers make sure to include a description of culturally authentic situations in which students may find themselves using the language in the target culture. Technology makes it possible for students to engage in Interpersonal activities with people from the target culture in real time through video conferencing platforms or social media.
Textbook- or teacher-crafted dialogues memorized and recited by students are not examples of authentic Interpersonal Communication because they lack spontaneity and exchange of information. Teachers can instead engage students in an Interpersonal activity such as inner-outer circles, in which students are provided the communicative setting. The teacher then has the students stand in two circles facing each other and, when signaled, students take turns participating in simulations where they ask and answer questions. Once the communication is complete, students take a step to the left or right (as determined by the teacher) to switch to a new partner and repeat the exchange. This can be a purely oral activity or students may be asked to record the answers they hear from their partners on a graphic organizer.
Purposeful, research-based teaching reflects a mindful or intentional approach to the design of Interpersonal activities. Teachers understand and plan for the reality that these activities are noisy, often involve movement, and can appear to involve less teacher control. Therefore, it is important to take time to explain the objective of the activity to students and also carefully train them in the process involved, so they can focus on the Interpersonal communicative experience. Students have the greatest buy-in when they are co-creators of their learning; their engagement increases the purposefulness of the activity and helps them to recognize their role in the learning process.
As discussed in the WL Standards, student activities for Interpersonal communication are often based on initial activities involving Interpretive communication. Once established in the Interpretive activity, the situation for the Interpersonal task offers opportunities for students to simulate real-world situations in which people in target language communities exchange information on a topic. When designing Interpersonal activities, teachers can ask themselves the following question: Under what circumstances and in what situations do individuals in the target culture exchange information on the topic and for what purpose?
Emphasis Quote
When designing Interpersonal activities, teachers can ask themselves the following question: Under what circumstances and in what situations do individuals in the target culture exchange information on the topic and for what purpose?
Snapshot 6.1b is a continuation of Snapshot 6.1a earlier in this chapter. Snapshot 6.1b illustrates how the students exchange information that they learned in the Interpretive task in order to expand their knowledge on the topic and build Interpersonal skills. The students also interact in culturally appropriate ways in relation to food in the Arabic world. The activities in this lesson provide students opportunities to practice specific structures of the Arabic language and continue to acquire more knowledge about healthy food and life styles.
[bookmark: _Toc40423486]Snapshot 6.1b: Novice-Mid Arabic Unit Excerpt on Eating Healthy Meals (Interpersonal Mode Activities)
Continuing the unit on healthy food in an Arabic class, students share with other members of the class using the inner and outer circle format.
First, students ask each other the name of the dishes, main and dessert, which they recommend to prepare in class. Students give the name of the dish, tell where it is from, list the ingredients and tell whether it is healthy or not healthy listing the ingredients that make it so. Once they have shared all of the recipes they wish to recommend to the other members of the class, the class comes to an agreement on the recipes to prepare.
Students work in teams to prepare dishes that they will share with the class as part of a delicious and healthy, maeda, a meal to be shared with others. (see Snapshot 6.3c).
World Languages Standards:
WL.CM2.N, WL.CM5.N, WL.CM6.N, WL.CL2.N, WL.CN1.N
Figure 6.6 presents a sample, though not exhaustive, list of varied Interpersonal activities that teachers can use to develop students’ ability to communicate spontaneously in the target language. Such spontaneous communicative interactions in the classroom are also called collaborative conversations as they boost students content knowledge, as well as communicative, cultural, and social skills.
[bookmark: _Toc40423487]Figure 6.6: Sample Interpersonal Activities
	Activity
	Description

	Give one, Get one
	Students record 3 ideas from the lesson (vocabulary, concepts, new learning) on individual sticky notes. When instructed, they find a partner in the room, tell them about one of their ideas and give their sticky note to their partner. They listen to their partner and take their note. Students repeat two more times with two different partners.

	Poster station
	After preparing a visual representing the topic of the lesson (what I like/dislike eating, my favorite sports), half of the students stand around the room with their visual while the other half of the students visit the stations and ask the authors questions about their poster, recording what they learn on a graphic organizer. After the designated time, the groups switch and repeat.

	Speed meetings
Speed appointments
	This activity is related to inner/outer circles because students move from partner to partner, but the time spent with each partner may be a bit longer. Students sit facing each other. Teacher can provide students with specific questions to ask/answer, or can ask students to prepare their own questions based on the lesson theme. This activity works better at Intermediate or Advanced proficiency range.

	World café
	A structured conversational activity with tables/stations around the room with 4-5 seats at each. Each table has a specific topic to discuss and the teacher may or may not designate a “host” student for each table. After a given time for discussion ends, students select a different table to visit, and repeat for as many rounds as the teacher decides.

	Jigsaw
	Students in pairs or small group are each given part of the information needed to complete a task (find a location on a map, choose a gift for a friend, identify someone in class). They share information orally to solve the task.

	Finding differences in pictures
	Teacher provides pairs of students with pictures A and B, which have relatively small but noticeable differences. Students have to identify the differences without looking at their partner’s picture. They ask and answer questions to discover the differences.

	Find someone who…
Find someone who… and discuss…
	Teacher provides graphic organizer with a variety of descriptions and students ask classmates if that describes them. For example:
· Find someone who likes yogurt.
· Find someone who ate breakfast this morning.
· Find someone who dislikes playing soccer.
· Find someone who has visited…


Giving students multiple opportunities to interpret and express meaning as they ask questions and exchange information in communicative tasks with the teacher and one another can support their target language learning. Teaching students explicitly how to ask questions can support their target language learning and increase confidence in Interpersonal activities. In the normal course of classroom interactions between teachers and students, it is natural that students most often answer questions that the teacher asks, so language teachers will want to explicitly build in opportunities for students to take on the role of “questioner.” Focusing on specific interrogative words and structures supports students’ ability to participate purposefully in a spontaneous exchange of information.
Figure 6.7 outlines a variety of activities that teachers can use to engage students in interpersonal communication. Some of these functions are applicable at the three language proficiency ranges (Novice, Intermediate, Advanced), while others apply only at Intermediate and Advanced.
[bookmark: _Toc40423488]Figure 6.7: Sample Functions for Interpersonal Communication by Proficiency Range
Key
N=Novice
I=Intermediate
A=Advanced)
	FUNCTION
Students exchange information by being able to:
	N
	I
	A

	Ask for and give an opinion about likes and dislikes on a topic.
· Sample Directions: Ask a classmate where they want to go and what they want to do when in Tel Aviv this summer.
	•
	•
	•

	Ask for and give directions or instructions.
· Sample Directions: Ask a clerk at a Korean market how to prepare the food items you just purchased.
	•
	•
	•

	Share and compare individually gathered information in order to solve a problem.
· Sample Directions: In groups of four, decide which recipe you will prepare for a celebration in an Italian-speaking community.
	•
	•
	•

	Conduct a survey with follow-up questions in order to make an informed decision.
· Sample Directions: Survey the parents of heritage and native speakers of Vietnamese in your school to identify ways that they wish to support their children’s education.
	[blank]
	•
	•

	Conduct interviews in order to discover similarities and differences between/among individuals.
· Sample Directions: Interview members of the Armenian-speaking community about their winter holiday activities in order to include them on the school calendar.
	•
	•
	•

	Formulate a position statement and provide supporting arguments while participating in “take a stance” activities, with group sharing, discussing, and coordinating of arguments.
· Sample Directions: All students consider a statement on a controversial topic. They then take a side. Students move to predesignated areas in the classroom, then express an opinion and provide arguments from multiple perspectives. For situations where there are large numbers on one side of the argument or the other, students are broken into discussion groups of four.
	[blank]
	•
	•

	Roleplay based on interpretation of characters from an authentic text.
· Sample Directions: After reading the short story (give title), assume the persona of one character and participate in a group interaction with two other characters from the same story.
	[blank]
	•
	•


As a progression of the Interpretive activity in which students were asked to imagine they were organizing a student exchange program, students maintain the assumed personas of student exchange program coordinators, but this time engage in Interpersonal communication. In pairs or small groups of three or four, students use the target language to share the information they gathered individually in the Interpretive research activity. The goal is to discuss and exchange ideas in order to match the travel/leisure-time interests of the three clients, in preparation for a formal presentation of an itinerary to the clients.
The teacher points out that starting with the very first activity, students are preparing to eventually deliver an oral, signed, or written presentation in the target language. When students recognize the progression from Interpretive to Interpersonal to Presentational activities, they come to realize the importance of using the target language throughout the unit. This approach also underscores the importance of sustaining 90+ percent use of the target language for both teachers and students because each subsequent activity uses the target language from the prior activity to practice and perfect communication throughout the communicative modes.
In order to foster students’ proficiency, Interpersonal communication focuses on both the comprehension and the comprehensibility of the message. An important element of comprehensibility, as well as making communication culturally appropriate, is the concept of register. Register is the wide variety of language used in specific communicative settings, ranging from very informal to extremely formal. Proficient communicators are able to adjust their language and adapt their message for their audience. For example, in some target cultures, when addressing unfamiliar or older people, it is important to use the formal “you” pronoun in order to demonstrate respect. On the other hand, in the same target cultures, it is inappropriate to use the formal “you” when speaking with close friends or family members. It is important that language learners are exposed to different uses of register throughout their learning experience.
Another contributor to language users’ comprehensibility is their ability to use the forms of the target language for the purpose of communication. Teachers of world languages prepare their students to focus mainly on the meaning of the message which the language conveys and secondarily on the linguistic form. This is not to say that grammar is unimportant. Rather, as the WL Standards emphasize, grammar plays a supporting role to the message and its meaning, because grammar and other linguistic structures are tools in service of communication. The section on Structures in this chapter discusses in more detail how the components of language (phonemes, morphemes, lexemes, syntax, and context), along with grammar, semantics, and pragmatics, contribute to meaningful communication. For more information about structures in various languages, please see Chapter 12 of this framework.
There are a variety of approaches to error correction, and teachers choose the type of error correction that is most appropriate for the goal of the communicative task. For example, if the goal is to encourage risk-taking and communicating a message, teachers do not correct errors, but rather allow students to negotiate meaning. Overt error correction is more appropriate in Presentational communication when students are able to revise and refine their oral, signed, or written message. For more specific information about different types of feedback for error correction, please see Figure 6.12 later in this chapter.
Emphasis Quote
Reader Self-Assessment: Interpersonal Communication
· Can you define Interpersonal communication?
· Can you identify examples of Interpersonal tasks/functions?


[bookmark: _Toc40423489]Communication Standard 3: Presentational Communication
In this section, readers will learn about the characteristics of Presentational Communication and gain ideas for designing appropriate tasks to allow students to effectively communicate a message at varied ranges of proficiency.
Goal
· Students present information, concepts, and ideas on a variety of topics and for multiple purposes, in culturally appropriate ways. They adapt to various audiences of listeners, readers, or viewers, using the most suitable media and technologies to present and publish. (WL Standards, 2019, p. 12)
Like Interpretive Communication, Presentational Communication is a one-way process. When individuals engage in Presentational Communication, they speak, sign, or write without the opportunity to engage with their audience for purposes of clarification. Presentational Communication is characterized by being rehearsed, revised, and polished in contrast with Interpersonal communication which is spontaneous and unrehearsed.
When designing student activities for Presentational communication, language teachers keep in mind potential challenges that might arise in this mode of communication. Students as presenters (speakers, signers, or writers) are often able to conduct extensive editing and revision prior to the act of communication. However, students do not have the benefit of audience feedback while presenting, and they will not have the opportunity to revise or edit the final product once it has been delivered or published. As a result, the learners’ success is measured by how well their message is understood and the positive response of the audience of viewers, listeners, or readers.
By using frequent, small-scale Presentational activities, teachers create opportunities for students to practice and prepare for what they should know and be able to do on their own in similar situations in the target language and culture. These activities provide multiple opportunities for students to present throughout a thematic unit, instead of solely at its end. Presentational activities can be both informal and formal and can serve as formative and summative assessments.
For example, students may be asked to send a friend an email inviting them to do something on the weekend (informal) or may design an invitation for a party or gathering to be sent to a group of people (formal). In contrast, after surveying fellow classmates about their favorite leisure activities, students may prepare a slideshow with graphs of the results, which they use to support a spoken or signed report on the preferences of their classmates. This second example would be a rehearsed presentation with the possibility of peer or teacher review and feedback prior to the actual presentation.
Snapshot 6.1c is a continuation of Snapshots 6.1a and Snapshot 6.1b discussed earlier in this chapter. Snapshot 6.1c illustrates how the students present their knowledge and the experience with healthy Arabic dishes. The students also have opportunities to present in culturally appropriate ways in relation to food in the Arabic world. 
[bookmark: _Toc40423490]Snapshot 6.1c: Novice-Mid Arabic Unit Excerpt on Eating Healthy Meals (Presentational Mode Activities)
As the culminating activity on a unit on healthy eating in an Arabic class, students demonstrate how to prepare a recipe that they choose from a website featuring recipes from a variety of Arabic speaking cultures. In a whole-class format, students share recipes they recommend for preparation, including the names of dishes, their ingredients, and countries of origin as well as identifying the dishes which are healthy and non-healthy. In this culminating activity, groups are asked to compete and prepare a healthy maeda, a meal to share with others via a video.
As part of their video, the groups identify the names of the dishes, their origin, ingredients, cooking utensils used to prepare them, and then demonstrate how to make and serve the dishes. The presenters also describe whether the dishes are healthy. Lastly, the groups ask for the votes of the audience.
World Languages Standards:
WL.CM3.N, WL.CM6.N, WL.CL1.N, WL.CL2.N, WL.CN1.N
Culminating Presentational activities incorporate content, language and culturally-appropriate products, practices, and perspectives and deliver a coherent and cohesive product. Figure 6.8 includes sample culminating activities, which teachers can use in order to engage students in Presentational Communication. Some of these functions are applicable at the three language proficiency ranges (Novice, Intermediate, Advanced), while others apply only at Intermediate and Advanced.

[bookmark: _Toc40423491]Figure 6.8: Sample Functions for Presentational Communication by Proficiency Range (N=Novice, I=Intermediate, A=Advanced)
	FUNCTION
Students present information by being able to: 
	N
	I
	A

	Create posters, brochures, log, or journal entries.
	•
	•
	•

	Organize information to prepare personal profiles for educational or employment purposes.
	•
	•
	•

	Demonstrate or teach a skill, such as how to prepare a recipe.
	•
	•
	•

	Create children’s books, poems or plays and present to elementary school classes or after-school daycare programs.
	•
	•
	•

	Design infomercials or blogs.
	[blank]
	•
	•

	Compose messages and post them on social media.
	•
	•
	•

	Narrate a story from a select character’s point of view.
	[blank]
	•
	•

	Rewrite a story by altering the conflict or ending. 
	[blank]
	•
	•

	Create and present a poster session during a class museum on a topic studied in class (school open house, community cultural event).
	•
	•
	•

	Write a review or an article about a movie, book, exhibit, or event and publish on a class website.
	[blank]
	•
	•

	Conduct a panel discussion among a group of characters.
	[blank]
	•
	•


Emphasis Quote
Reader Self-Assessment: Presentational Communication
· Can you define Presentational communication?
· Can you identify examples of Presentational tasks/functions?
Integrating Performance in All Three Modes of Communication
An integrated sequence of student activities from Interpretive to Interpersonal to Presentational communication benefits learners by providing opportunities to revisit and refine understanding of vocabulary and language structures throughout the process. This approach allows the teacher to introduce and recycle a variety of functions for all three modes of communication. The following is a list of some high-frequency functions (Clementi and Terrill 2017; and California World Languages Standards, 2019):
1. Asking and responding to questions
2. Describing people, places, and things
3. Expressing feelings and emotions
4. Expressing preferences and opinions
5. Maintaining a conversation or discussion in person or virtually
6. Telling or retelling stories
7. Summarizing or interpreting authentic oral, signed, or written texts
8. Presenting information orally, by signing, or in writing
Sequencing the student activities in the three modes deepens students’ understanding of concepts, ideas, subject-specific content and cultural knowledge. In this way, learners realize that all activities in the WL classroom are interrelated and interdependent and give them the ability to carry out real-world tasks in culturally-appropriate ways in the target language.
Figure 6.9 offers an example of an integrated sequence of Intermediate-Mid activities for the three modes of communication: Interpretive, Interpersonal, and Presentational. The lesson design ensures that each of the activities builds on the information students learn in the prior activity and offer students multiple opportunities to practice new concepts across the three modes. In addition, students acquire the target language structures they need in order to communicate on the topics and gain knowledge related to them. For additional information related to Integrated Performance tasks and assessments, see Chapter 10 of this framework.
[bookmark: _Figure_6.9:_Sample][bookmark: _Toc40423492]Figure 6.9: Sample Activities Sequencing the Three Modes of Communication
	Student Activity for Interpretive Communication
	Student Activity for Interpersonal Communication
	Student Activity for Presentational Communication

	Situation
A student exchange program coordinator must match the interests of three clients who will travel on a 10-day trip to a target language country/city.
· The first client’s interests are…
· The second client’s interests are…
· The third client’s interests are…
	Situation
In teams of three or four, student exchange program coordinators meet to coordinate trips of clients to target language countries/cities.
	Situation
A student exchange program coordinator plans for the final meeting of clients, days before their trip to the target language country/city to present the itineraries they developed.

	Task
A student exchange program coordinator views at least two websites from the suggested list and at least one from her own search results marking findings in a teacher-provided chart.
	Task
In the target language, student exchange program coordinators
· share the information they gathered individually and
· discuss and exchange ideas
in order to match the travel and leisure-time interests of all clients.
	Task
Based on individual notes and group discussion, a student exchange program coordinator prepares and prints or orally presents detailed itineraries for clients that reflect individual and shared interests.


[bookmark: _gjdgxs]Snapshot 6.2 illustrates how a world languages teacher integrates the three modes of communication through a sequence of tasks for Novice High language learners.
[bookmark: _Toc40423493]Snapshot 6.2: Integrating the Three Modes in a Novice High Language Class
Getting to Know Students from a Sister School in the Target Culture
A teacher of a Novice High language class recently found a sister school in the target culture. The teacher of the sister school class has sent a link to their class’ website where students have posted a personal profile and self-introduction.
Interpretive task: Students use a teacher-prepared graphic organizer to use as they visit the class page for the sister school class to read the personal profiles of the students in that class. Students record information such as name, age, what the student likes/dislikes during free time, and other interesting information.
Interpersonal task: Students discuss in small groups (3–5) what they learned about the members of the sister school class. Each student introduces one of the members of the sister school class. At the end of the discussion, each student decides which sister school student they would like to pick as their e-pal during communication over the upcoming school year.
Presentational task: Students write a personal profile blog or create a video to introduce themselves to their selected partner in the sister school class. The teacher posts the introductions on their class website.
World Languages Standards:
WL.CM1.N, WL.CM2.N, WL.CM3.N, WL.CM4.N, WL.CM5.N, WL.CM6.N, WL.CL1.N, WL.CL2.N, WL.CN1.N
Snapshot 6.3 illustrates with greater detail how a teacher may design a lesson that integrates the three modes of communication using an Into-Through-Beyond literacy strategy to activate students’ prior knowledge, provide them with elements of choice as they demonstrate understanding, and introduce new language structures in service of communication. During the “Into” part of the lesson, the activities provide advanced organizers that tap into students' prior knowledge or pique student interest about a concept. Students may review previously learned content, react in a journal, or preview vocabulary, among other activities designed to engage students.
During the “Through” activities, the students encounter the new content and relate it to their work from the “Into” stage. Students may confirm, reject, or modify predictions from the “Into” stage, based on the new knowledge gained from the new material. In this stage students increase their knowledge on the topic, expand their vocabulary, and further develop their grammar. Through the activities of the “Beyond” stage of the lesson, students apply the newly gained content and language knowledge to personal experience. They may engage in role-plays, debates, or write essays. (Modified after Brinton & Holten, 1997.)
[bookmark: _Toc40423494]Snapshot 6.3: Integrating the Three Modes of Communication
In a high school Spanish 3, non-native class, Ms. Avalos’ Intermediate Mid students are learning about the stages of life and how our perspectives and goals change with time. First, she taps into her students’ prior knowledge by having them identify words in a word cloud of about thirty words and combine them into written sentences in their notebooks. For example, the following are some of the strategically selected words in the word cloud: Manolo, el parque, joven, Manolito, intereses, sus ideas, don, compartir. Some student-generated sentences may state the following: “En el parque el joven compartir sus ideas con don Manolo.” “Manolito esta un niño, pero don Manolo no está un joven.” [In the park a young man shares his ideas with don Manolo. Manolito is a boy, but don Manolo is not a youth.] As students read their work aloud, the teacher focuses on the meaning of communicated ideas rather than on correcting language errors. Next, Ms. Avalos piques her students’ interest by showing pictures of different parks and the various activities occurring in them.
Now that her students are ready for their Interpretive task, Ms. Avalos hands them the poem “El Parque,” [The Park] by Elizabeth Millán. Each stanza is typed in the left-hand side of a T-chart. To the right of each stanza there is blank space which the students will use to illustrate the meaning of the stanza. Ms. Avalos reads the first stanza expressively a few times and encourages her students to illustrate the text. Some students interpret the stanza very literally and draw a very factual illustration. Others’ work is more abstract – expressing the emotions of the words through colors and shapes. After finishing their individual work with the first stanza, the students collaborate with a partner (Interpersonal task) and briefly discuss, in Spanish, their drawings and justify their artistic choices using textual evidence. For example, “Yo dibujé el niño en el árbol––porque el poema dice, ‘Allí está el árbol que le gustaba trepar’” [I drew the boy in the tree because the poem says, “There is the tree he liked to climb”].
Gradually, the students become more independent in their reading, interpreting, and illustrating of each stanza. Next, in groups of five, students take turns and read a stanza each. In a brief discussion, they choose among the illustrations available in their group and decide which illustration depicts each stanza in the most accurate way.
As they discuss the different activities that the protagonist and his companions perform in the park, the students recognize that this poem is about the various stages of life. Next, with guidance from Ms. Avalos, the students recognize how the poet tells about actions in the past (jugaba, gustaba, eran, quedaban). Ms. Avalos guides the students to formulate, in simple terms, the rules of past tense formation (discovery of grammar in context).
Ms. Avalos next helps students solidify their learning about the stages of life and the formation and use of past tense. The students write their own poem or a letter to the 70-year-old version of themselves, incorporating the new vocabulary related to the stages in life and past tense as appropriate (presentational task).
World Languages Standards:
WL.CM1.I, WL.CM2.I, WL.CM3.I, WL.CM4.I, WL.CM5.I, WL.CM6.I, WL.CL1.I, WL.CL2.I, WL.CN1.I
Project-Based Language Learning (PBLL) is helpful in developing curious and independent learners. PBLL activities include all three modes of communication and are highly engaging to students because there is an emphasis on student choice that allows them to determine what they wish to research and what they plan to accomplish as a result. World languages teachers start the instruction with an authentic text (Entry Document) that poses a problem for students to solve. Teachers are encouraged to use the authentic text to create real-world context and culturally-appropriate scenarios for students. The students are able to engage in such activities as they can imagine themselves communicating this way at some point, so they can understand the practical applications of the lesson. Contextualized activities that involve students like this have the potential to inform students of the possible circumstances for real-world language use. Just as an athlete has to develop muscle memory in a physical task through practice, this kind of interpretive activity is designed to help students develop interpretive skills and cultural confidence by interacting with a variety of texts and media. Allowing students to choose how they interact with printed texts and video provides an element of choice, allowing students to complete a real-world task while the teacher acts as a coach to assist students as they encounter issues. In groups of three or four, students engage in problem solving activities which require Interpersonal Communication. Finally, students may choose to post messages or videos about their selected topic of study on a variety of social media platforms, which is a real-world Presentational task.
Similarly, teachers design a sequence of Interpretive, Interpersonal, and Presentational tasks in an Integrated Performance Assessment (IPA). Integrated Performance Assessment combines Interpretive, Interpersonal and Presentational communicative tasks related to a common real-world communicative theme and may act as a summative assessment for a unit of study or a grading period. Figure 6.10 illustrates the interrelated nature of the three modes of communication as students use information gained through Interpretive tasks to engage in Interpersonal discussion and then produce oral, signed, or written Presentational communication.
[bookmark: _Toc40423495][bookmark: fig69]Figure 6.10: Connection Between Modes of Communication in Integrated Performance Assessment
[image: Related image]
Text accessible version of Figure 6.10
Source: ACTFL
For more information about IPA, see Chapter 10 of this framework.
[bookmark: _30j0zll][bookmark: _f7kn4cvmx26l]The ultimate goal of the Communication Standards is to develop students’ proficiency across the ranges: Novice, Intermediate, Advanced, and Superior, in all three modes of communication. And while the three modes of communication have unique and distinct characteristics, they occur in connection with one another. Individual students develop proficiency at a varying pace, so it is vital that teachers employ strategies from UDL to make content accessible to all students and provide all students with opportunities to successfully demonstrate their ability to communicate in all three of the modes. For more information and resources related to UDL, see Chapter 2 of this framework.
As illustrated in the snapshots throughout the Communication Standards, world-languages teachers who strive to design effective lessons integrate authentic materials in a variety of culturally authentic activities for the three modes of communication in order to simulate authentic real-world communication. The activities build on one another and may contribute to the learners’ linguistic, cultural, intellectual, and emotional growth.
[bookmark: _Toc40423496]Communication Standard 4: Settings for Communication
Settings for communication refers to the contexts and situations, both inside and outside the classroom, where language learners use the target language to communicate. While it is true that the primary setting for communication for language learners will be the classroom environment, teachers can create a real-world environment for their students by developing authentic scenarios and contexts for simulations of culturally-appropriate, real-world communication. It is also important to make students aware of opportunities to use the target language outside of the classroom setting and to encourage them to do so.
Goals
· Students use language in:
· highly predictable common daily settings (Novice);
· transactional and some informal settings (Intermediate)
· most informal and formal settings (Advanced);
· informal, formal, and professional settings, and unfamiliar and problem situations (Superior), in their communities and in the globalized world.
· Students recognize (Novice), participate in (Intermediate), initiate (Advanced), or sustain (Superior) language use opportunities outside the classroom and set goals while reflecting on progress, and use language for enjoyment, enrichment, and advancement (WL Standards, 2019, p. 16).
Authentic communication occurs within a specific space and time, and it is often a process deeply rooted in a target language culture’s products, practices and perspectives. While travel to a target culture may not be an option, the use of technology can allow teachers and students to interact virtually in the target language with real people, in real places, and in real time. Web-based interactions provide opportunities for authentic ways to communicate with native speakers in the target language cultures. District- and site-level technology, when coupled with careful planning by teachers, can provide experiences for learning that take place in specific target-language contexts.
For example, a unit on travel might require students to locate and secure the least expensive manner of transportation from Paris to Cannes. Using technology, students can explore, examine, and compare three different travel options offered by French websites (train, car rental, bus), and compare and contrast the information they have discovered. Some websites offer live chat with an agent and present an exciting opportunity for students to practice the language and culture with native speakers. Many hotels, restaurants, stores, and other service-oriented businesses have online order or purchase options, which is an excellent opportunity for students to interact with authentic materials in the target language and within the context of the target culture. Internet platforms and applications allow for live audio-visual interaction in real time. With the advancement of technology, teachers and students may encounter and use more sophisticated options.
When planning activities for all three modes of communication, teachers consider the settings in which members of the target culture use language. The questions below can be helpful to teachers as they plan learning experiences for their students that simulate as closely as possible the communication of members of the target culture. Teachers can ask themselves: “In what situations would individuals in the target culture:
· encounter language in their everyday life (such as reading street signs)?
· search for information that would require them to interpret language (such as looking up movie schedules or ordering a product online)?
· exchange information and negotiate meaning (such as asking directions to a business)?
· present information on this particular topic (such as writing an email to a co-worker or client or recording a ‘how to’ video)?”
The situations and settings identified in student activities simulate those naturally occurring in the target language cultures. This deliberate practice enhances student progress because it immerses learners in situations that are culturally authentic and rooted in real-life encounters. This practice builds both students’ linguistic and cultural confidence in the use of the target language beyond the school setting.
Teachers often have local resources available in order to give students access to settings beyond the classroom to communicate in the target language. The culturally diverse neighborhoods of California provide excellent opportunities for many students to interact with native and/or heritage speakers of the target language within the context of the target culture. Whether in large urban or small rural areas, language programs and their clubs can organize short trips to target language countries or communities, while others may choose to establish opportunities for extended target culture experiences, such as summer school, one-semester, or year-long student exchange programs.
In a Novice-Low situation, students of American Sign Language are presented with the kinds of information that is typically brought up and questions that are asked when two signers meet for the first time. This information includes greetings, exchanging names, asking about one’s hearing status, where one learned American Sign Language, and individuals both participants know in the Deaf community. Students then brainstorm vocabulary that might come up in this situation. In watching situations of two people interacting who have just met, students can identify some of the vocabulary that they have brainstormed and learned. When students reach the Novice-Mid level, they can start putting the vocabulary together into simple sentences such as: “My name is…” and “I’m hearing”. They can also understand these simple phrases when they are put into an authentic setting where they might meet a Deaf person.
[bookmark: _Toc40423497]Connecting Global and Intercultural Communicative Competence to the Communication Standards
In tandem with the development of learners’ communicative proficiency, an important element of the WL Standards is the attention given to the development of their Intercultural Communicative Competence (ICC). As defined in the NCSSFL-ACTFL Intercultural Can-Do Statements (2017), “Intercultural Communicative Competence (ICC) refers to the ability to interact effectively and appropriately with people from other language and cultural backgrounds. ICC is essential for establishing effective, positive relationships across cultural boundaries, required in a global society” (ACTFL, 2017, p. 5). As the focus of this chapter is on the Communication Standards, it is important to recognize that communication cannot take place in absence of culture. Individuals who communicate, do so with knowledge of cultural products, practices, and perspectives and in culturally appropriate ways. For more in-depth discussion of the Cultures Standards, see Chapter 7 of this framework.
Developing both students’ linguistic and Intercultural Communicative Competence is an essential process leading to developing global citizens. The WL Standards link ICC and global competence across proficiency ranges. To achieve the outcomes of the California WL Standards, students “investigate” cultural concepts, “recognize” various cultural perspectives, “interact” with members of the target language community in order to “communicate” ideas effectively and translate these ideas into “action” beyond the classroom. “Investigate the world,” “Recognize perspectives,” “Communicate ideas,” and “Take action” are also the domains for global competence in the Framework for Global Competence, developed by the California Global Education Project (CGEP). The Framework for Global Competence combines the indicators and benchmarks for the four domains of global competence with the Sustainable Development Goals adopted by the United Nations, to guide the work of supporting global education across the state. For more information on CGEP and the Global Competence Indicators and Benchmarks, see Chapter 7 of this framework or visit the California Department of Education website (www.cde.ca.gov).
[bookmark: _Toc40423498]Communication Standard 5: Receptive Structures in Service of Communication
Language is a tool for communication. The WL Standards focus on using language to comprehend messages by using receptive structures. In this standard, the role of structures such as morphology and syntax is to help learners communicate when listening, reading or viewing (ASL). Receptive structures make it possible for learners to successfully interpret messages and also engage in the receptive aspect of interpersonal communication in order to negotiate meaning.
Goals
· [bookmark: _Hlk8126037]Students use the following structures to communicate:
· sounds, parameters, and writing systems (Novice)
· basic word and sentence formation (Intermediate)
· structures for major time frames and text structures for paragraph-level discourse (Advanced)
· all structures and text structures for extended discourse (Superior)
· Students use the following language text types to communicate:
· learned words, signs and fingerspelling, and phrases (Novice)
· sentences and strings of sentences (Intermediate)
· paragraphs and strings of paragraphs (Advanced)
· or coherent, cohesive multi-paragraph texts (Superior). (WL Standards, 2019, p.17)
Language users generally are able to understand messages appropriately (content/culture) using correct rules of grammar (form) for a variety of purposes (use/functions). Content refers to the topics understood in a language, including the meanings of words when combined (semantics). Form refers to the structure of language. This can include
· the sounds that make up words (phonetics) and the different letter combinations that produce those sounds (graphemics), such as the letter combinations of “F” or “PH” that represent a similar sound;
· the meaningful parts of words, such as an “s” on the end of a word to make it mean “more than one” (morphology), or morph- “form” -ology “the study of”;
· the parameters that make a sign in sign languages (handshape, location, movement, palm orientation, or facial expressions), (phonetics, phonemics, morphemics); and
· the grammatical structures and rules for forming sentences, such as subject-verb order in sentences or questions (syntax).
The WL Standards emphasize that “structures” – the multiple components of grammar that learners must control in order to communicate with accuracy – are to be taught in service of a communicative function or purpose. Therefore, a grammar concept is taught as one of many components of an overall learning and proficiency target, but not as the ultimate goal of a lesson. For example, teachers design a series of input and practice activities to help students learn to manipulate the past tense in order to be able to share their childhood memories. Form follows function.
Use/function refers to the purpose of the communication, including why a particular communication occurs, or pragmatics, meaning associated with language in use.
Learners’ are often able to use receptive structures effectively, if not accurately, in order to successfully understand messages. For example, by recognizing a few temporal modifiers (tomorrow, soon, next week), students infer that the target language text informs about activities in the future. As students comprehend verb forms in the future tense, they recognize the patterns and, over time, acquire the grammar rules of that tense.
Morphology and syntax can impact a learner’s receptive language abilities (listening, viewing, and reading). Various language elements may make it easier or more challenging for the learner to extract meaning from texts. These language elements may include
· singular, dual, and plural forms of verbs, nouns, and adjectives;
· tense, mood, voice forms of verbs;
· prefixes, infixes, and suffixes for cases of nouns and adjectives or degrees of adjectives and adverbs; and
· classifiers, topic-comment structures, pre- or post- position, left- or right- branching, and variations in the formation of phrases, clauses, and sentences.
Teachers employ several instructional approaches as they guide students to acquire language structures:
· implicit, when language learners figure out and/or absorb the structures by/for themselves as they simultaneously practice them through trial and error in communication;
· explicit, when the teacher identifies the structures for students and facilitates practice and eventual application in communication; or
· a combination of the two, when the teacher uses authentic materials to guide the students to discover specific grammatical forms and patterns.
For more information about morphology and syntax as it relates to individual languages, please see Chapter 12 of this framework.
Language teachers carefully select authentic texts (audio, video, and print), rich in language, culture, and content to provide materials for learning. Teachers focus students’ attention on vocabulary and language structures found in the text, with the ultimate goal of understanding the communicative message. Effective instruction builds student confidence in their comprehension of language, culture, and content. It enables them to recognize difference(s) in the forms of words or in sentence structure that makes content accessible in new and different ways.
The WL Standards emphasize that structures are acquired in service of communication. The focus on communication leads to an understating that grammar instruction works better within contexts and themes, as opposed to asking students to conjugate a list of verbs or relying on fill-in-the-blank tests as a way to assess students’ growth in acquiring the target language. Student-centered and student-driven strategies for discovery of grammar in service of communication may include the following:
The PACE Model (Presentation | Attention | Co-construct | Extension)
· Presentation – Teacher presents an authentic text on a familiar topic that provides context for the grammar in the selection. The authentic text includes a major change in grammar usage. For example, in Romance languages, learners familiar with travel activities in the present tense interact with authentic materials with known content but in past tense.
· Attention – Teacher draws students’ attention to the verb forms in the materials. Students examine the verb forms and look for patterns.
· Co-construct – Students share discoveries and work with teacher to formulate, in their own words, the newly discovered grammar rule for forming and using the past tense of verbs, such as, “we must use… and add… in order to show that something happened in the past”.
· Extension – Students work with teacher to test the newly formulated rule. They may discover it in additional texts and/or start using it when they communicate on familiar topics.
Figure 6.11 illustrates the progression that teachers and students complete using the PACE model. It shows the term behind each letter of the acronym, along with a definition of each step. The chart lists suggestions for what teachers can do at each step of the process.
[bookmark: _Toc40423499]Figure 6.11: PACE Model at a Glance
	P
	A
	C
	E

	Presentation
Present orally an authentic text that foreshadows the grammar structure in the lesson’s focus. Engage students through pictures, TPR, and other activities.
	Attention
Call learners’ attention to a particular form in the text that is important to the text’s meaning so that the teacher and learners establish a joint focus of attention.
	Co-Construction
Teacher and learners co-construct an explanation of the form through class discussion and dialogue.
	Extension
Extending and using the form in a new context related to the theme and/or cultural content of the authentic materials within the Interpretive, Interpersonal (collaborative), and Presentational (productive) modes of communication.

	Teacher does:
· Select an appropriate authentic text from the target culture with sufficient occurrences of the structure that will be learned.
· Prepare visuals to give context to the authentic text.
· Practice telling the content of the authentic text, not simply reading aloud
· Present the authentic text to the class, using visuals, and including opportunities to ask questions that engage students actively in listening and checking for understanding
	Teacher does:
· Draw students’ attention to the form or structure being featured in the lesson
· Underline, highlight, or mark them with different colors
· Ask students to make observations about structural and functional similarities in the highlighted forms
· This phase is very short in duration
	Teacher does:
· Ask students to find patterns, compare the use of one form with another, or tell what role the form plays in the authentic text
· Engage students in dialogue through questions and answers
· Encourage students to make guesses about the role of the form or structure being observed
	Teacher does:
· Plan information gap, simulations, games, paired interviews, or writing tasks to have students practice the new form or structure
· The culminating activity may mirror the original text in the “P” phase (teacher presented poem, students create an original poem)


It is also possible to teach structures through a simulation or real-world situation. For example, a teacher of Arabic or Hebrew can introduce the imperative mood and/or future tense with recipes. In the lesson, students watch a cooking show in which the host prepares a recipe and describes the process using the command form of verbs. Students work with teacher to isolate the command*/future forms of the verbs and discuss the grammar rules that they follow. [*Some languages use the future tense in recipes.] Students can then view the host preparing another recipe or read an actual recipe and demonstrate their understanding by circling the form of the verb that they hear from a list of possible options.
Edit the Task, Not the Text
The WL Standards emphasize that the learning of grammar/language structures is intended to facilitate communication within the context of the theme or topic. Authentic materials provide content, vocabulary, and culture along with authentic use of grammar in context.
For example, songs or advertisements employing the subjunctive mood may be used within the Novice range of proficiency for their content and some vocabulary. Also, students scan a supermarket flyer advertising special deals and identify fruits and vegetables that are on sale during a lesson on healthy eating.
Later, the same authentic materials (supermarket flyer or store advertisement) become a familiar starting point for grammar exploration of infinitive (command) structure (“Buy this cake/car!”) within the Intermediate range of proficiency. In this way, language teachers can employ the same authentic text for a variety of language-learning purposes at multiple ranges of proficiency by adapting the tasks accordingly: edit the task—not the text.
Snapshot 6.4 illustrates how world languages teachers engage in a professional discussion about the usage of authentic materials across all proficiency ranges. Additional discussion of the use of authentic materials can be found in Chapters 5 and 11 of this framework.
[bookmark: _Toc40423500]Snapshot 6.4: Collegial Conversation about How to Edit the Task, Not the Text
During a Professional Learning Community (PLC) meeting, world languages teachers discuss how to use authentic materials across the proficiency ranges in their classes. Several teachers, Ms. Burlo, Ms. Ovier, Mr. Wall, are doubtful that they can use authentic texts or videos with their Novice range students because they believe the texts are “too difficult”.
In response, Ms. Dimana and Ms. Krasha, who attended a workshop on Integrated Performance Assessment (IPA), introduce the concept of “edit the task, not the text”. They further explain that, when introducing an authentic text, teachers can successfully use the text in an unedited form if they scaffold and adapt the tasks according to the learners’ range of proficiency. Then Ms. Dimana, Ms. Krasha and their colleagues brainstorm the types of varied interpretive tasks students can complete in order to demonstrate understanding as appropriate for their range of proficiency. Ms. Dimana and Ms. Krasha suggest that Novice learners can do specific tasks related to word recognition and guessing meaning as is appropriate to their proficiency. Intermediate and Advanced learners can use the same authentic text but perform tasks related to identifying the overall message of the text by citing evidence. No matter the proficiency range of the learners, teachers design interpretive tasks that include only a few select tasks to allow students to demonstrate understanding.
Figure 6.12 provides a menu of potential interpretive tasks as appropriate for different proficiency ranges. Some of these tasks are applicable at the three language proficiency ranges (Novice, Intermediate, Advanced), while others apply only at Intermediate and Advanced.
[bookmark: _Toc40423501]Figure 6.12 Interpreting Authentic Materials at All Proficiency Ranges (N=Novice, I=Intermediate, A=Advanced)
	INTERPRETIVE TASK
	N
	I
	A

	Key Word Recognition
	•
	•
	•

	Main Idea(s)
	[blank]
	•
	•

	Supporting Details
	[blank]
	•
	•

	Organizational Features of the Text
	[blank]
	•
	•

	Guessing Meaning from Context
	•
	•
	•

	Inferences
	[blank]
	•
	•

	Author’s Perspective
	[blank]
	•
	•

	Comparing Cultural Perspectives
	•
	•
	•

	Personal Reaction to the Text
	•
	•
	•


Source: Implementing Integrated Performance Assessment: Appendix D (Adair-Hauck, Glisan, & Troyan, 2015)
For more information about proficiency ranges and appropriate interpretive tasks, please see the examples in Chapters 9 and 12 of this framework.
[bookmark: _Toc40423502]Communication Standard 6: Productive Structures in Service of Communication
In addition to teachers developing students’ ability to use receptive structures in service of communication (Interpretive and receptive Interpersonal Communication), the WL Standards focus on using language to produce messages by using productive structures. In this standard, productive structures make it possible for learners to successfully communicate messages to a variety of audiences and also engage in Interpersonal communication that involves negotiation of meaning.
Goals
· [bookmark: _Hlk8132617]Students use the following structures to communicate:
· sounds, parameters, and writing systems (Novice);
· basic word and sentence formation (Intermediate);
· structures for major time frames and text structures for paragraph-level discourse (Advanced); or
· all structures and text structures for extended discourse (Superior).
· Students use the following language text types to communicate:
· learned words, signs and fingerspelling, and phrases (Novice);
· sentences and strings of sentences (Intermediate);
· paragraphs and strings of paragraphs (Advanced); or
· coherent, cohesive multi-paragraph texts (Superior). (WL Standards, 2019, p.18)
A student’s ability to understand the structures of the target language is an initial step in the process of becoming able to communicate productively in the target language. With time and practice, students begin to independently and accurately use the structures they acquire in additional Interpretive activities and use them productively in Interpersonal and Presentational communication.
Student accuracy with structure varies across the three modes of communication and depending upon student communicative and cultural background. For example, students of Russian or Mandarin may have acquired the ability to understand structures and text types of the Advanced range in Interpretive activities, but in Interpersonal and Presentational communication they may still struggle with structures within the Intermediate range. Even in the same mode of communication, students may perform within different phases when they are listening, viewing, or reading (Interpretive), or when they are speaking, signing, or writing (Interpersonal and Presentational). For more information related to proficiency ranges and outcomes, see Chapters 3 and 9 of this framework.
In order to move learners from the use of structures receptively in service of communication to the use of structures productively, teachers can respond to what students need to know by providing focused corrective feedback to guide their development. This corrective feedback plays a pivotal role in scaffolding to promote continuous target language growth. Types of feedback are modeled below in Figure 6.13. The chart shows different types of feedback. Next to each type of feedback there are specific actions teachers can take and statements to illustrate how teachers can provide that particular type of feedback.
[bookmark: _Toc40423503]Figure 6.13: Corrective Feedback Types from Enacting the Work of Language Instruction: High-Leverage Teaching Practices
	Corrective Feedback Type
	Teacher Action
	Teacher Says

	Explicit Correction
	Teacher provides the correct form or indicates that what the learner said was incorrect.
	“Oh, you mean….”
“You should say….”

	Recast
	Teacher responds to the learner and rephrases part of the student’s statement so as to correct it, but in a more implicit way without directly saying that the form was incorrect.
	Student: “I goed to the beach.”
Teacher: “Oh, you went to the beach.”

	Clarification Request
	Teacher indicates that there is a problem in comprehensibility or accuracy or both and that a reformulation is required.
	“Excuse me? What do you mean?”

	Metalinguistic Feedback
	Teacher indicates that there is an error by asking questions about what the student said and/or providing grammatical metalanguage that points out the nature of the error.
	“Are you referring to present or past? You need a past-tense verb.”

	Elicitation
	Teacher elicits the correct form by repeating exactly what the learner said up to the point of the error.
Teacher could also ask questions to elicit the form.
	Student: “I will go to the concert this night.”
Teacher: “I will go to the concert…”
Teacher: “How do we say X in French?”

	Repetition
	Teacher repeats the learner’s incorrect utterance with rising intonation to highlight the error.
	Student: “I goed to the gym this morning.”
Teacher: “I goed?”


Source: Enacting the Work of Language Instruction: High-Leverage Teaching Practices, Eileen W. Glisan and Richard Donato, 2017.
Research suggests that teachers, in the effort to create positive and learner-friendly environments in their classrooms, use recasts most frequently and naturally as a form of feedback, yet recasts lead to only 39 percent of uptake/repair of the error patterns. On the other hand, the most effective type of feedback is elicitation, for it clearly communicates that an error has been made, helps the student locate the error, and usually leads to an attempt of an uptake/repair (Lyster and Ranta, 1997; Lyster, Saito, & Sato, 2013).
Teachers are aware of the role corrective feedback plays in target language development as well as the effect that correcting too often can have on a language learner. Teachers make intentional decisions about when to correct errors and when to ignore them. For example, prior to providing oral corrective feedback, the teacher considers contextual factors related to the correction. A teacher may decide to provide oral corrective feedback if the error is the linguistic target of the lesson, if it interferes with the intended meaning of the message, or if it is an error the student makes often. If these contextual factors do not apply, the teacher will likely ignore the error until the time is right. In addition to contextual factors, teachers also consider learner factors related to corrective feedback. For example, the teacher will consider whether the corrective feedback will benefit the student and lead to uptake, whether the student seems confused or needs help, and whether the student is interested in corrective feedback or assistance from the teacher. If the answer is no when considering these learner factors, the teacher ignores the error and moves on. To reiterate, overcorrection—even with the best intentions—may result in a student communicating less for fear of correction. The students participate freely—and learn from it—when teachers embrace the concept that in the world languages classroom we strive for communication and that accuracy grows with practice.
Regardless of the type of feedback they employ, teachers focus student correction on a specific language element or usage. For example, some language-specific elements include forms of singular and plural nouns/adjectives/verbs, gender-and-number agreement, subject-verb agreement, or declension forms.
[bookmark: _Toc40423504]Communication Standard 7: Language Comparisons in Service of Communication
This standard focuses on students making comparisons among the linguistic structures of the languages they know. As they learn a new language, students transfer not only their content knowledge, but also the skills they have developed involving language structures. Teachers can facilitate this process by giving students explicit practice in comparing the target language to their primary language. This approach can help students enhance their proficiency in all the languages they know.
Goal
· [bookmark: _Hlk8132018]To interact with communicative competence, students use the target language to investigate, explain, and reflect on the nature of language through comparisons of similarities and differences in the target language and the language(s) they know (WL Standards, 2019, p. 19).
Language learning is supported when students have opportunities to compare-and-contrast the target language with other languages they know. Teachers encourage students in world languages classes to continually examine elements of English and other languages. They guide students into comparing the two languages through direct activities such as having students complete a T-chart to graphically document samples of linguistic structures in English and the target language. Teachers can also ask students to consider how a structural concept uses a contrasting perspective, such as in French, where the concept of “I missed you.” (in English) is communicated as “Tu m’as manqué.” (You were missing for me.) When students engage in language comparisons, they develop a greater understanding and appreciation for the target language and English as they discover the means that each uses to express messages, including their formal/informal, academic/colloquial and other varieties.
[bookmark: _1fob9te]Following the principle of using the target language 90+ percent of the time for instruction and interaction, language teachers often employ a number of important linguistic features, including cognates, shared intonations (for commands, questions, exclamation), and common gestures and facial expressions (for happiness, sadness, anger) in order to make language more comprehensible and provide scaffolding to help learners control structures or vocabulary. Just as teachers use both implicit and explicit instructional strategies when introducing students to new language structures, teachers may approach language comparisons implicitly or explicitly to guide the students into the exploration and discovery of similarities and differences between the languages they understand. Figure 6.14 includes sample strategies which teachers can use in order to explore similarities and differences in language structures they know or are learning.
[bookmark: _Toc40423505]Figure 6.14: Sample Strategies to Prompt Students to Explore Similarities and Differences Among Languages
· Teachers and students co-create word banks or word walls to post in class.
· Students create lists of thematically organized groupings (body parts, school subjects, family relations).
· Students design word webs to recognize prefixes, roots, infixes, suffixes.
· Teachers and students generate etymology flow charts together in their notebooks.
· Spelling rules, e.g.: accuse < ad + cuso; excuse < ex + cuso (Latin)
· Meaning evolution, e.g.: petition < peto = ask, approach, attack (Latin)
· Students design color-coded dual language picture dictionaries.
· Students practice word order/syntax by developing sentence diagrams [the examples are translated into English].
· Main clause [subject… predicate… direct object….] + Subordinate relative clause [relative pronoun (as subject)… predicate….] (European languages)
· today GENITIVE dinner TOPIC already eat-PERFECTIVE HUMBLE- POLITE-AFFIRMATIVE (Latin or other language using declension)
Comparisons can be made between different languages as well as among regional and dialectic differences within a language. As we do with cultural diversity within a target language population, linguistic diversity can be identified, honored, and explored through these variations in expression. Heritage and native speakers and their families can often serve as a resource for demonstrating linguistic diversity. Exposure to and analysis of language variation are valuable learning tools, serving to expand students’ experience of both the target language and of English. For more information about dialects, please see Chapter 12 of this framework.
[bookmark: _Toc40423506]Conclusion
The seven communication standards are presented separately in this chapter for the purpose of close examination, detailed discussion, and profound understanding. However, the effective implementation of each standard reflects their complementary nature as they are integrated into lesson activities in a manner that promotes and amplifies their synergy and interconnectedness.
The Communication standards are at the heart of communication in a second language and are intended to be implemented in an integrated manner in the standards-based world languages classroom. Language learners use authentic materials, language structures, and real-world functions within real-world settings in order to communicate effectively in the Interpretive, Interpersonal, and Presentational modes of communication. As is the case in communicative tasks beyond the classroom, learners move continuously among the modes of communication, acquiring information (Interpretive), exchanging information (Interpersonal), and conveying oral, signed, or written messages to a variety of audiences (Presentational). From the very beginning of their language studies and as their confidence grows, language learners assess their target-language communicative and cultural skills and abilities, using formally or informally a series of “can-do” statements. For more on the NCSSFL-ACTFL Can-Do statements, see Chapters 5, 9, and 10 of this framework.
By explaining a variety of approaches, models, and strategies for implementing all seven communication standards, this chapter focused on helping world languages educators understand how to implement the WL Standards in manners that facilitate student progress toward performance within higher ranges of proficiency and global competence within and beyond the world languages classroom.
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[bookmark: _Toc40423508]Text Accessible Descriptions of Graphics for Chapter 6
[bookmark: text69]Figure 6.9: Connection Between Modes of Communication in Integrated Performance Assessment
The image shows three components under the heading ACTFL Integrated Performance Assessment. The component that appears at the top is Interpretive, which is described as “Students listen to, read, and/or view an authentic text and answer information as well as interpretive questions to assess comprehension. The teacher provides students with feedback on performance.”
There is an arrow on the left that curves down to point to the second component, Presentational. This second component is described as, “Students engage in the presentational mode by sharing their research/ideas/opinions. Samples presentational formats: speeches, drama, radio broadcasts, posters, brochures, essays, websites, etc.”
There is a second arrow on the right, again emanating from the first component, Interpretive. This second arrow curves down to point to the third component, Interpersonal. This third component is described as, “After receiving feedback students engage in communication about a particular topic which relates to the interpretive text.”
Finally, there is an arrow with two points that points to both the Presentational and the Interpersonal components. The graphic elements suggest that Interpretive performance can lead to either Presentational or Interpersonal performance. In addition, students’ performance can fluctuate between the Presentational and the Interpersonal. Return to Figure 6.9.
California Department of Education, July 2020
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