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By the end of this chapter, readers should be able to do the following:
· Explain the relationship between communicative and cultural proficiency
· Relate cultural competence to Intercultural Communicative Competence, global competence, and global citizenship
· Connect the Cultures Standards to the Four Domains of Global Competence
· Provide examples of cultural products, practices, and perspectives, and describe their role in the World Languages classroom
· Identify strategies to engage students in age- and range-appropriate, standards-driven, and authentic instruction for developing cultural awareness, making cultural comparisons, practicing culturally appropriate behavior, and building intercultural communication skills in the World Languages classroom
[bookmark: _Toc40435977]Introduction
This chapter provides guidance for stakeholders interested in world languages education and the implementation of California’s World Languages Standards (WL Standards) for Cultures. The Cultures Standards in the WL Standards and this framework offer educators and other stakeholders tangible suggestions for instructional strategies that develop learners’ cultural proficiency, intercultural competence, and global competence.
The Center for Advanced Research on Language Acquisition (CARLA) defines culture as “shared patterns of behaviors and interactions, cognitive constructs and understanding that are learned by socialization.” Furthermore, Cristina De Rossi, an anthropologist at Barnet and Southgate College in London, states that culture “encompasses religion, food, what we wear, how we wear it, our language, marriage, music, what we believe is right or wrong, how we sit at the table, how we greet visitors, how we behave with loved ones, and a million other things."
Language is the primary means by which the people of the world participate in social practices and communicate the perspectives of their culture. As such, the Cultures standards directly link the Communication and Connections standards. The WL Standards promote Culture as the organizing principle for integrating language with other disciplines. The standards call on educators of world languages to integrate the teaching of language with the teaching of culture, and to be mindful that “language and culture are the frameworks through which humans experience, communicate, and understand reality” (Vygotsky, 1968).
Emphasis Quote
“[L]anguage and culture are the frameworks through which humans experience, communicate, and understand reality” (Vygotsky, 1968).
Language and culture are intimately connected and one cannot be known without the other (Kramsch, 2012; Galloway, 1985). The WL Standards affirm this connection and call for language teachers to provide instruction that puts into practice the principle Kramsch and Galloway articulated. There are three elements of Culture: Products, Practices, and Perspectives, which will be defined and identified in Cultures Standard 2. These elements provide the authentic content (what people communicate about), context (settings where people communicate), and models of behavior (appropriate actions, communicative functions) for students to carry out with target language structures. By simultaneously learning to use the target language and learning behaviors that are appropriate in the target culture, students are able to effectively participate in the Interpretive, Interpersonal and Presentational modes of communication.
Emphasis Quote
Elements of Culture
Products = tangible and intangible items
Practices = actions, interactions, behaviors
Perspectives = attitudes, beliefs, values
[bookmark: _Toc40435978]Interculturality and Communicative Competence in the Cultures Standards
An important element of the WL Standards is developing learners’ Intercultural Communicative Competence in tandem with their linguistic proficiency. It is impossible for students to achieve the outcomes of the WL Standards without developing intercultural and global competence in their own and the target culture. “The exquisite connections between the culture that is lived and the language that is spoken can only be realized by those who possess a knowledge of both” (ACTFL, 2015, p. 67).
As defined by the NCSSFL-ACTFL Intercultural Can-Do Statements (2017), “Intercultural Communicative Competence 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). The Cultures standards are at the heart of effective communication with people of cultures around the world. These standards underscore the fact that effective communication cannot exist without understanding how to interact appropriately within the target language culture(s).
Combined with developing students’ linguistic proficiency, language teachers seek to develop their students’ global competence. It is important that California students develop global competence in order to be college, career, and world ready in an increasingly interconnected economy.
According to the American Council on the Teaching of Foreign Language (ACTFL), global competence is the ability to:
1. Communicate in the language of the people with whom one is interacting.
2. Interact with awareness, sensitivity, empathy, and knowledge of the perspectives of others.
3. Withhold judgment, examining one’s own perspectives as similar to or different from the perspectives of people with whom one is interacting.
4. Be alert to cultural differences in situations outside of one’s culture, including noticing cues indicating miscommunication or causing an inappropriate action or response in a situation.
5. Act respectfully according to what is appropriate in the culture and the situation where everyone is not of the same culture or language background, including gestures, expressions, and behaviors.
6. Increase knowledge about the products, practices, and perspectives of other cultures.
Source: ACTFL, Global Competence Position Statement (2014)
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 to “communicate” ideas effectively, and translate these ideas into “actions” beyond the classroom. “Investigate the World,” “Recognize Perspectives,” “Communicate Ideas,” and “Take Action” also comprise the four domains of global competence illustrated in Figure 7.1.
Developed by the Asia Society, these domains are organized in a circular, interconnected graphic. The circle emphasizes that each of the four domains connects to the others in a cyclical manner. Each domain is independently necessary for student understanding of the world and contributes to the development of the competencies within the other domains.
[bookmark: _Toc40435979][bookmark: fig71]Figure 7.1: Four Domains of Global Competence
[image: Image result for global competence 4 domains]
Text accessible version of Figure 7.1
The California Global Education Project (CGEP) produced a Framework for Global Competence that 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. The CGEP Framework for Global Competence complements the WL Standards by providing information, resources and tools that teachers can use to engage students in research and activities to build global citizenship. The tools and resources provided by CGEP offer additional ideas, lenses, and resources for implementing thematic units in world languages.
The CGEP benchmarks are organized into four sections based on the domains of global competence shown in Figure 7.1, above. The CGEP document provides a rubric with indicators ranging from “developing” to “processing” to “practicing” which allow teachers and students to measure their progress in developing global competence in each domain. Within each section of the benchmarks, there are specific actions that learners can take in order to develop global competence. Figure 7.2 enumerates the four domains (benchmarks) and the individual actions (indicators) within each domain. The indicators are student-centered as they focus on what students do in order to demonstrate global competence.
[bookmark: _gjdgxs][bookmark: _Toc40435980]Figure 7.2: California Global Education Project (CGEP) Global Competence Benchmarks and Indicators
	Global Competence Domain
	Indicators

	Investigate the World
	Students:
· Pose questions to better understand issues and perspectives.
· Identify and suspend assumptions and judgments.
· Recognize the value of each person in a global community.
· Explore the world with curiosity.

	Recognize Perspectives
	Students:
· Keep an open mind.
· Identify their personal perspectives and influences.
· Examine the perspectives and influences of others.
· Analyze cultural influences, connections, and contexts.
· Empathize with others.

	Communicate Ideas
	Students:
· Actively listen to others.
· Consider the audience and communicate appropriately.
· Share ideas and context with diverse audiences.
· Engage in civil discourse.

	Take Action
	Students:
· Use evidence and values to guide plans.
· Assess options and consider the potential impact of planned actions.
· Apply creative thinking and solve problems.
· Capitalize on available resources and partnerships.
· Persist through challenges.
· Act and reflect individually and collaboratively.
· Act with respect for individual dignity, differences, and human rights.
· Contribute to a better world.


For more information about global competence, please see Chapter 9 of this framework, as well as CGEN on the California Department of Education website, or access the website for the California Global Education Project (CGEP).
As teachers design lessons for their language classes, they can use the global competence benchmarks to guide their work selecting authentic materials from the target culture. World languages educators, whether elementary or secondary, ensure that the curriculum they use is driven by the target cultures. Materials translated from English to teach content in the target language most often do not reflect the target cultures and certainly do not provide language learners with access to cultural elements available only through authentic materials. Students achieve the proficiency outcomes of the Cultures standards only though consistent access to authentic materials that allow them to investigate the perspectives of the target cultures.
As they design units driven by authentic materials from the target cultures, teachers automatically infuse the language classroom with culture. For example, preparing for an activity on a particular theme, the students can express their opinions and perspectives on a topic in a quick-write. Then the teacher selects a variety of texts from different target culture locations and sets up a station activity during which the students move, in groups of 3 or 4, to one station at a time, reading or viewing the texts or images/videos at each station. As they complete these interpretive communication activities, the students record information in a graphic organizer that the teacher has designed based on the global benchmarks and indicators in the focus of this lesson.
At each station, the teacher provides variety for differentiation by including images, infographics, charts, and texts with which the students can interact by their own choice. As group members interpret the texts and images at each station, they share among themselves the information they learned from the text or image they selected individually. At the end of the station activity, the teacher asks students to complete a reflection. The students compare their own opinions and perspectives from their quick-writes with those expressed in the target culture documents at their station.
As an additional example, during a unit on environmental concerns around the world, students of French within the Intermediate range explore a variety of authentic texts in magazines and websites. As the students read articles and view other informational texts about environmental issues in a variety of countries in Europe, Africa, and Asia, they use a graphic organizer to identify the primary issue in each location described in the different articles (Interpretive). Then, in small groups, the students discuss the issues they identified and rank them in order of importance. As a group, the students then select one issue for further investigation. Both individually and as a group, the students conduct further research on their selected issue. The group creates a chart highlighting potential solutions as well as the positive and negative sides for each solution (Interpersonal). Finally, the students work as a group to prepare a public service announcement or print media publicity campaign to draw attention to the issue and, if possible, recommend solutions (Presentational).
The example above illustrates how the development of global competence is grounded in the development of linguistic, communicative, and cultural proficiency. Students use the target language to access information from the target culture and seek to understand the perspectives of the members of the target culture who encounter the issues that the students are learning about.
In addition to a new emphasis on developing students’ global competence and intercultural communicative competence, this framework provides guidance to teachers on how to engage students in discovering the similarities and differences between their culture and the target culture. Later in this chapter, the discussion of the IMAGE Model suggests that it is one way to guide students in cultural exploration. This is a model that teachers may use to provide students with an active role in exploring cultural products, practices, and perspectives, and then guide students in generating hypotheses about other cultures. The IMAGE model makes students active participants in learning, and places the teacher in the role of a coach in a student-centered classroom.
When it comes to strategies for teaching culture, this framework recommends a variety of research-based and evidence-based approaches. What unifies the suggested approaches is a commitment to using authentic materials and the target language to learn about and investigate the target culture with an emphasis on the Products, Practices, and Perspectives of the cultures of the world.
[bookmark: _Toc40435981]Teaching the World Languages Cultures Standards
It is important that teachers of world languages follow the principle that culture cannot be separated from communication and that culture is naturally embedded in all aspects of the world languages classroom. Figure 7.3 enumerates the four Cultures Standards, each of which is discussed in detail in this chapter.
[bookmark: _Toc40435982]Figure 7.3: The California World Languages Cultures Standards
Cultures Standard 1: Culturally Appropriate Interaction
Cultures Standard 2: Cultural Products, Practices, and Perspectives
Cultures Standard 3: Cultural Comparisons
Cultures Standard 4: Intercultural Influences


[bookmark: _Toc40435983]Cultures Standard 1: Culturally Appropriate Interaction
In this section, readers will learn about the nature of culturally appropriate interaction and gain insight into how to design learning experiences that allow students to develop understanding of the importance of culturally-appropriate behaviors and their connection to linguistic and cultural communication.
Goal
· Students interact with cultural competence and understanding. (WL Standards, 2019, p. 21)
Cultures Standard 1: Culturally Appropriate Interaction emphasizes that communication is more than simply decoding words and expressions. In addition to knowing the vocabulary and the structures of the target language, it is important that students also develop the capacity to interact in culturally appropriate ways. Understanding cultural behaviors and engaging in culturally appropriate behaviors ensure effective communication.
A major component of culturally appropriate interaction is the ability to use verbal and non-verbal communication (involving body language, gestures, and facial expressions), which is culturally determined and culturally specific. This is evident in the cultural variants among different communities that share a language. For example, speakers of Armenian from Lebanon may have a different sense of personal space from French-Armenian individuals when participating in Interpersonal communication. The French-Armenians most probably will maintain a greater physical distance from one another than the Armenians from Lebanon.
In addition to non-verbal communication as an element of culturally appropriate behavior, it is important to teach students about the role of language register (formal vs. informal) in culturally appropriate communication. English uses a lexicon rather than formal and informal pronouns to mark register. For example, it would be inappropriate to greet a teacher with “Hi, Dave” rather than with “Good morning, Mr. Gumbiner.” Because English does not distinguish between informal and formal pronouns to address individuals, this may be a new concept for some students. In many languages, it is appropriate to use an informal pronoun, for example “tu” in French and “tú” in Spanish, when speaking to friends or family members. However, when speaking with a stranger or elder, it is appropriate to address them with the formal pronoun, for example “vous” in French and “usted” in Spanish. There may also be expectations for Interpersonal communication in a formal register that require appropriate greetings and leave-takings, and/or ways to request information or items, which might not be obligatory during more informal interactions. For example, in France, when customers enter a business, they should always greet the employee who is helping them (“Bonjour, madame.”). In the United States, this is not an expectation, and it does not offend the employees if the customers immediately state what they wish to purchase. In France, however, not greeting the employee would be considered impolite.
Teaching culturally appropriate interactions in Deaf culture requires specific attention. For example, as a part of a unit on introductions, American Sign Language students watch videos of Deaf and Hard of Hearing individuals interacting. Several videos show both the correct and incorrect ways to interact in specific situations. These situations include getting one’s attention, how to walk through a Deaf conversation, and the appropriate information to include when introducing a friend. Through these videos and discussion after, students acquire information about culturally appropriate interactions. After watching videos, students then practice culturally appropriate interactions with their peers to demonstrate their understanding of the acceptable ways to interact in the Deaf community.
In order to demonstrate culturally appropriate behaviors of the target culture, teachers can use contemporary authentic video clips showing interactions among the members of target cultures groups. Video clips are useful because they give teachers and students access to current and significant aspects within the target cultures. For example, students may watch authentic video material on a specific topic multiple times for varying purposes. In the Interpretive mode, students watch with the sound off and record their observations and reactions. Next, the students watch the same video material with the sound on and have an opportunity to revise their initial reactions. Then, in the Interpersonal mode, the students share their observations in small groups of two or three.  Lastly, in the Presentational mode, the students give cultural advice to a group of classmates planning a trip to a target culture region and to a group of exchange students visiting their school from a region of the target culture.
An example of a significant cultural practice is the use of space and physical contact. For instance, in mainstream U.S. Anglo-American culture, when entering a small space like an elevator, culture bearers stand with their arms at their sides facing the door or looking up as they wait to exit. In other cultures where individuals need less personal space among them, they often engage in conversation with both familiar and unfamiliar individuals. In some cultures, individuals make physical contact while speaking. U.S. Anglo-American culture bearers may find this uncomfortable. Vice versa, individuals who need less personal space and make more physical contact may feel uncomfortable when attempting to interact with others who do not share the cultural practice.
In order for students to learn to interact in culturally appropriate ways, teachers plan for students to use their understanding of products, practices, and perspectives from the target culture in order to comprehend the message and further their knowledge of both the target language and the target culture. It is important that teachers help students to develop accurate perceptions and understanding of both target language and target culture.
By providing students access to varied authentic materials from the target culture that illustrate culturally appropriate interaction, students are able to explore the world with curiosity and also begin to identify and suspend assumptions and judgments, as outlined in the Global Competence Indicators & Benchmarks. Furthermore, certain aspects of content knowledge, even within the Novice range, can only be acquired through the lens of the target culture. For example, in a dual-immersion Korean kindergarten class, students sort pictures showing people wearing a variety of clothing (for formal and informal activities such as going to school, playing games, going to work, attending a wedding) from Korea and the United States and sort them in three groups in a Venn diagram: “US culture,” “Korean culture,” and “Both cultures.” As they do so, the students begin to develop the ability to keep an open mind and make connections between the similarities and differences of cultural practices in the two cultures. Teachers who make this strategy part of their instructional planning provide students with opportunities to expand their understanding of target cultures.
Snapshot 7.1 illustrates some ways that students develop understanding of cultural behavior by viewing art depicting target-culture behavior. While the examples listed below relate to Latin, other language teachers can make use of video and other media that depict current cultural practices to give students access to the target culture and culturally-appropriate interactions.
[bookmark: _Toc40435984]Snapshot 7.1: Acquiring Content in Latin About Cultural Interaction at the Novice Range
In a Novice-Low Latin course, students observe images of ancient Roman art (Product), and learn the Latin words for “woman,” “man,” “girl,” and “boy.” Directing learners’ attention to the clothing of the people portrayed, the teacher helps the students recognize that:
· young male and female children are dressed similarly (Practice);
· male age is depicted through facial hair (Practice); and
· male and female attire differ—men wear tunica and toga while women wear tunica, stola and palla (Practice).
The fact that Roman women were not allowed to wear togas may guide students into a deeper exploration of topics such as gender roles, military history, and personal freedom (Perspective). Later in the school year, when preparing for a make-believe trip to ancient Rome, students give advice to one another about how to select a proper wardrobe.
In another Novice-Low Latin lesson, when students of Latin view authentic images of gladiatorial games, they become aware that the meaning of the “thumbs-up” and “thumbs-down” gestures had a distinct meaning in the context of ancient Roman life. Upon closer examination of the ancient tradition, students learn that the game sponsor’s “thumbs-down” gesture was actually used to instruct the winning gladiator to drop the sword and spare the losing fighter’s life. As a result, in their interactions in the Latin classroom, students no longer use the “thumbs-up” gesture to signify satisfaction and approval, contrary to its common meaning in American culture. Instead, the learners of Latin have opportunities to use verbal expressions of affirmation and praise (ita, vero, bene, and euge). As their proficiency in Latin develops, students may then incorporate some comparative and superlative forms (melius, optime) to their lexicon.
World Languages Standards:
WL.CM1.N, WL.CM5.N, WL.CL1.N, WL.CL2.N, WL.CL3.N, WL.CN1.N
By using authentic materials, teachers design student activities for the Interpretive mode which encourage learners to recognize, examine, and interpret the shapes, colors, textures, flavors, smells, and sounds of the target culture products. For example, teachers can guide students to watch a video clip from the target culture with the sound off and to take note of the facial expressions and gestures of native speakers interacting in the target language as they sample food in a restaurant. After they view the video in silence, students sort images representing the different facial expressions and gestures into positive and negative reaction categories.
The teacher then plays the video clip again, this time with the sound on, and students have an opportunity to revise how they sorted the images. Next, the teacher may conduct a whole-class activity to review the students’ selections in order to confirm or revise their choices. Knowing that at a later point they will need this cultural knowledge for their Interpersonal and Presentational activities, the students pay close attention to these cultural practices in order to deepen their understanding of how native speakers use non-verbal communication in addition to language.
Students are more likely to recognize and accurately interpret the subtle meaning, symbolism, and nuances of the target culture perspectives when they have regular opportunities to work with authentic materials that depict the appearance, patterns, and organization of target culture practices, such as the significance of the color of a flower you give or the number of flowers in a bouquet. In another lesson, the teacher can use the same video clip with students within a different proficiency range to investigate other aspects of cultural practice and behavior, such as the physical placement of utensils on the eating surface, how food is served, how utensils are used by the diners, or where people are seated.
The Interpersonal and Presentational modes provide students with opportunities to put into action what they have learned about the target culture products, practices, and perspectives in the Interpretive mode. For example, a casual observer in a Latin classroom may be surprised that in order to indicate approval and agreement, all smile while holding their thumbs down, but students have incorporated this cultural practice into their classroom interactions based on their exploration of authentic materials as described in Snapshot 7.1.
[bookmark: _30j0zll]Due to geographic and historic factors, such as colonization or migration, some languages are spoken widely around the world. Some examples include Arabic, Armenian, English, French, Portuguese, Russian, and Spanish. Although the people speaking these languages and their dialects typically understand one another through the shared language, they often differ in the manner of their interactions. For example, despite sharing the same Modern Standard Arabic, Arabic-speaking countries vary in their intricately different cultures. Language teachers are especially aware of the multifaceted nature of target cultures. Therefore, from the very beginning of their target language studies, it is important to expose learners to and guide them through the exploration of regional differences within the target language diaspora (Story & Walker, 2015).
[bookmark: _Toc40435985]Cultures Standard 2: Cultural Products, Practices and Perspectives
In this section, readers will gain an understanding of the characteristics of cultural products, practices, and perspectives. They will also gain awareness of varied strategies for developing students’ ability to demonstrate understanding of the products, practices, and perspectives of the target culture.
Goal
· [bookmark: _Hlk8133738]To interact with cultural competence, students demonstrate understanding and use the target language to investigate, explain, and reflect on the relationships among the products cultures produce, the practices cultures manifest, and the perspectives that underlie them. (WL Standards, 2019, p. 22)
Cultural products are tangible and intangible artifacts, creations, and inventions produced and used by the members of the target culture. Cultural practices are the ways in which the members of the target cultures use the products while interacting among themselves. Together, the cultural products and practices reflect the perspectives of the target culture and its members. In short, while cultural products and practices answer the questions, What is this? and How does one use it in the target cultures? respectively, cultural perspectives reveal the reasons behind the creation and usage of the products. Cultural perspectives answer the question Why?
This correlation among the three elements of culture is illustrated in Figures 7.4 and 7.5.
The triangle image in Figure 7.4 represents the three components of culture: products, practices, and perspectives and offers a few examples of each.
[bookmark: _Figure_7.4:_The][bookmark: _Toc40435986][bookmark: fig74]Figure 7.4: The Triangle of Cultural Products, Practices, and Perspectives
[image: ]
Text accessible version of Figure 7.4
Source: National Standards in Foreign Language Education Project, 1999, p. 47.
[bookmark: fig75]Fig. 7.5 illustrates the relationship among cultural products, practices, and perspectives, and the challenge of identifying and understanding those relationships. As with an iceberg floating in the ocean, the different elements of culture (Products, Practices, and Perspectives) are sometimes challenging to identify. There are elements that are easily visible—generally products and practices—but most perspectives often lie “beneath the surface.”
[bookmark: _Toc40435987]Figure 7.5: Cultural Products, Practices, and Perspectives: The Cultural Iceberg Model
[image: Image result for ACTFL cultural iceberg]
Text accessible version of Figure 7.5
Source: Pending
When teachers and students understand that much of culture is not readily visible, they work to investigate the underlying perspectives reflected in the visible products and practices of the target culture. Figure 7.6 provides samples of thematically organized products and practices, as well as the perspectives that underlie them.
[bookmark: _Toc40435988]Figure 7.6: Samples of Products, Practices, and Perspectives in Thematic Topics
Cultures (Sample Evidence)
Indicate the relationship between the product, practice, and perspective.
· Product: School
· Practice: Going to school
· Perspective: Importance of school for all young people in (name location)
· Product: Daily class schedule
· Practice: Required vs. elective courses
· Perspective: Purpose of school
· Product: Café
· Practice: Stopping with friends for coffee
· Perspective: It’s not the coffee, it’s the conversation.
· Product: School year calendar
· Practice: Regular breaks, holidays
· Perspective: Balance
Source: Clementi & Terrill, The Keys to Planning for Learning: Effective Curriculum, Unit, and Lesson Design (2017).
All products of the target culture have the potential to prompt and facilitate communication in the target language. It is important to provide students with multiple opportunities to investigate the world by engaging with target-culture products and practices that provide varied perspectives of the target culture. Using this approach, teachers create a learning environment that eliminates the perpetuation of stereotypes and generalizations, as noted in the “Then and Now” excerpt from the WL Standards below:

	Then
	Now

	Focus on isolated cultural “factoids”
	Focus on relationship among products practices, and perspectives
· Students learn the target cultures through the target language.
· Students learn to function in culturally-appropriate ways.
· Students learn target-culture perspectives that underlie cultural products and practices.
· Students learn about the effects of intercultural influences.


Source: Expanded by Zaslow (2011) using the 21st Century Skills Map for World Languages.
Authentic materials related to the lesson or unit theme make both the target language and target culture come alive through the vibrancy of cultural products, practices and perspectives. Teachers are encouraged to seek out authentic materials from a variety of sources, such as websites, print media, stories and poems, blogs and podcasts, and songs and video clips. Age-appropriate authentic materials engage students in discovering the target culture through the artifacts produced by members of the target culture and reveal the intricacies of the target culture practices and perspectives.
In many heritage and native speaker classes, students bring their unique family heirlooms, traditions, practices, and perspectives which need to be incorporated and validated as evidence of the internal diversity of the target culture. For example, in a heritage Hmong class, students can bring regional examples of products, practices, and perspectives during wedding celebrations. Students can identify similarities and differences in clothing, accessories, body language, facial expressions, among many, and discuss the underlying perspectives.
Some ideas for how world languages teachers can integrate authentic materials to develop students’ cultural proficiency include:
· Reading stories, books, and magazines from the target culture
· Using target-language maps to find locations
· Selecting entertainment by reading posters or other target language advertisements
· Reading concert or train schedules in order to plan a vacation itinerary
· Giving fashion advice for clothing after viewing websites of department stores from the target culture
· Creating and critiquing art after going on a virtual museum tour in the target culture
· Playing target culture musical instruments and songs
The concrete nature of cultural products makes them easily comprehensible within all ranges of language proficiency. For example, teachers can introduce new concepts to students in a comprehensible manner by using authentic cultural products (school, household, clothing, and sporting objects; food, tools, art, music, films) or replicas (models and images) of such products. Classroom environments that are rich in authentic cultural products pique student interest and support student acquisition of the target language and understanding of the target culture.
Emphasis Quote
Classroom environments that are rich in authentic cultural products pique student interest and support student acquisition of the target language and understanding of the target culture.
Research suggests that students should use the target language when learning about target culture products, practices, and perspectives from the earliest days of instruction (Glisan & Donato, 2017). Figure 7.7 provides considerations for teachers how to engage their students in the target cultures. Answering a set of reflective questions, teachers prepare a thoughtful sequence of activities that help their students to acquire specific target cultures components.
[bookmark: _Toc40435989]Figure 7.7: Considerations About the Teaching of Culture
How do I approach culture so that my students don’t dismiss the target culture as being “weird”?
Teachers recognize that:
· Learners may experience or pass through stages of resistance.
· Students’ possible negative reactions are the first stage.
· Students’ natural curiosity must be provoked and capitalized upon.
Therefore, teachers plan for instruction that, over time assists students in reflecting on, hypothesizing about, and analyzing meanings and beliefs from the point of view of the cultural insider.
What if my students do not have enough target language to discuss cultural topics?
First, language teachers must lay the groundwork for target language use by students from day one. Teachers must carefully plan for:
· Comprehensible target language input
· Collaborative target language interactions
Next teachers ask themselves:
· Is the lesson appropriate for the level of the class? Are concepts too complex?
· How can the language be made comprehensible to promote interaction about culture?
· What language resources can be provided to promote target language participation?
Source: (Glisan & Donato, 2017, p.118)
Completing a reflection on cultural products, practices, and perspectives is a recommended practice in the NCSSFL-ACTFL Intercultural Can-Do Statements (2017). As mentioned throughout this framework, teachers and students use the target language as much as possible in the classroom.
Snapshot 7.2 illustrates how a teacher of Russian introduces some products and practices in Russian school life and guides the students into contemplating about the perspectives.
[bookmark: _Toc40435990]Snapshot 7.2: Teaching Products, Practices, and Perspectives About Russian School Culture
In Mr. Konstantin Damyanovich’s Novice Low/Mid Russian class, the teacher provides the students with access to multiple authentic resources including target culture products and practices. Through photographs, advertisements, videos, short articles the students identify the cultural products and practices related to school uniforms: garments specific for boys and girls, for elementary, middle and high school. The students recognize the practice of wearing the uniform not only at school, but also at all school functions. While watching some video materials, Mr. Damyanovich’s students additionally notice that Russian school children rise when an adult enters their classroom.
Although Mr. Damyanovich’s students can handle the products and practices of the target culture in Russian, they cannot yet discuss in the target language the cultural perspectives that underlie them. This, however, does not prevent the teacher from encouraging the students to think about the reasons why Russian school children wear uniforms and stand up when an adult enters the classroom. Mr. Damyanovich provides the students with sentence frames, such as “They [wear uniforms] because….”
The teacher can facilitate class discussion in the target language by providing students with sentence frames (“I think …. because….”) or lists of target language reactions or opinion statements (such as “That’s right!” “I don’t think so.” or “I wonder.”), either as part of a word wall or table placemats so that students can easily reference them.
Since Novice language learners may not be able to produce the language enough to make comparisons, it may be appropriate to assign a reflection that can be completed in English outside of the classroom. As an alternative to a target language discussion for learners of higher proficiency ranges, Novice language students may discuss or write a reflection on the topic, in English, as an online homework assignment outside of the language classroom, perhaps in a discussion with family members.
Mr. Damyanovich recognizes that cultural practices are sometimes less concrete than cultural products. He wants his students to appreciate that cultural practices are often a more complex component of culture. Mr. Damyanovich has decided to show students models of cultural practices that are appropriate for their age and their range—or current abilities in the target language. He plans to use video clips and images and then ask students to respectfully reenact those practices in class. He expects this approach to allow students to demonstrate their readiness to function  appropriately in various culturally-authentic settings.
World Languages Standards:
WL.CM1.N, WL.CM5.N, WL.CL1.N, WL.CL2.N, WL.CL3.N, WL.CN1.N
Snapshot 7.2 illustrates some ideas for teaching products, practices, and perspectives. Language teachers are encouraged to innovate in their approaches. For example, many Spanish language cultures use tocas or cachos (hoof or nutshell shakers) as musical instruments. In class, students may interact with the product by simply observing or touching it. However, if the teacher also shows the students a video of musicians from the target culture performing music using shakers and then gives them an opportunity to play the instruments in class, the students develop awareness of how the members of the target culture use the product. Additionally, students may design and create their own shaker in order to perform music for an open-house event for parents and community members.
Cultural products and practices answer the questions What is this? and How does one use it? (for cultural products) or What are they doing?(for cultural practices). Meanwhile, cultural perspectives focus on the reasons behind the creation and usage of the product or the cultural behavior. Cultural perspectives answer the question Why?
For example, Novice-High/Intermediate-Low students of Arabic and French learn about food and practices related to eating in the Arabic- and French-speaking world. The students also learn about food preparation and how meals are shared in Morocco. Exploring authentic materials online, the students recognize the unique products (cooking vessels such as tagine; traditional ingredients such as lamb and couscous; and spices such as berbere), and identify the steps in a recipe how to make the traditional dish of lamb tagine. Next, the students view a video clip about a Moroccan mother preparing and serving a lamb tagine dinner to her family. Students observe the family practices at dinner: as all family members sit together around a tray, they eat from the tagine placed in the middle, using their hands. The diners use both hands to break small pieces of Moroccan bread then, holding the piece of bread with three right-hand fingers, they dip the sauce and scoop food from the serving dish. Students can then discuss the possible cultural perspectives that are represented by this practice of communal dining.
Teachers can further develop students’ cultural proficiency by planning and implementing activities that prompt students to recognize the cultural perspective behind the products and practices they learn about. For instance, the teacher whose students encountered and used some tocas or cachos (hoof or nutshell shakers) as musical instruments may prompt the students to consider their own practices related to food, such as meat, and their own cultural attitudes and practices related to meat-producing animals. Some questions that the students ask and answer may include: Who might use the inedible parts of animals or plants to make music? and Why do they do it?
In response to this series of questions, students within different proficiency ranges are able to make different observations and formulate some conclusions. Figure 7.8 illustrates cultural reflections that students within differing proficiency ranges may be able to perform using memorized words and phrases (Novice), sentences or strings of sentences (Intermediate), and paragraphs or groups of paragraphs (Advanced). More discussion of text-types related to proficiency ranges can be found in Chapter 9 of this framework.
[bookmark: _Toc40435991]Figure 7.8: Cultural Reflections on Products, Practices and Perspectives by Proficiency Range
	Novice
	Intermediate
	Advanced

	Students conclude that the people love and respect nature.
Students examine their own natural surroundings and waste products (e.g. bottle caps, can rings), then brainstorm on how to recycle, make, and play their own musical instruments.
	Students recognize that this community values a self-sustained lifestyle where nothing goes to waste. At this range, students may further explore products from animals and plants and investigate their uses, or compare how the same products are treated in other cultures.
	Students explore issues of ecology and conservation reflected in this practice, and investigate the impact environmental factors play in the use of cultural products and their associated practices in the target culture.


While the examples provided in Figure 7.8 include reflections by proficiency range, they are provided as samples and not intended to be an exhaustive list. Additionally, students may reflect on similar cultural components across proficiency ranges, but the language functions they use to reflect upon these components will vary depending on age and proficiency range. See Chapter 1 of this framework for more in-depth information and resources related to language functions.
Culture is comprised of a system of values, actions, and assumptions reflected in the activities of specific groups of people (Glisan and Donato, 2017). These activities––the products and practices––are intricately interconnected with the target cultures’ perspectives. The goal of Cultures Standard 2, Cultural Products, Practices and Perspectives, is for “students [to] demonstrate understanding and use the target language to investigate, explain and reflect on the relationships among the products cultures produce, the practices cultures manifest, and the perspectives that underlie them in order to interact with cultural competence” (WL Standards, 2019, p. 21). For students to achieve the outcomes of this standard at any grade level and within any proficiency range, they must be guided to interpret, reflect upon, and hypothesize about the relationship between what people do and why.
One research-based approach guiding students to explore cultural products, practices, and perspectives in the target language is the IMAGE Model. In Enacting the Work of Language Instruction: High-Leverage Teaching Practices, Glisan and Donato describe this model as one that “enables teachers to explore the relationship of cultural products and practices to perspectives with their classes in comprehensible target language interactions” (2017, p. 115). The IMAGE Model represents a student-centered approach to teaching culture since the teacher does not tell students what to look for or believe, but rather guides them to generate their own hypotheses and ideas about cultural perspectives.
Figure 7.9 lists the steps in the IMAGE Model that teachers can use to guide students in their exploration of cultural perspectives. The chart provides the concepts behind each letter of the acronym and the sequence of frames provides examples for each step of the IMAGE model. 
[bookmark: _Toc40435992]Figure 7.9: The IMAGE Model for Exploring Intercultural Perspectives
· Images and Making observations
· Analyzing additional information
· Generating hypotheses about cultural perspectives
· Exploring perspectives and reflecting further
Source: Glisan and Donato (2017)
Following the IMAGE Model, the lesson is taught around a series of images or video clips that depict target culture products and/or practices. In step 1, “Images and Making Observations”, the goal is for students to have a clear understanding of the practice or product they observe in the images or video clips presented by the teacher. As these images are presented in the target language, the teacher asks students carefully scaffolded questions in two categories: fact questions and thought questions. Fact questions are those that ask students to identify what they see in the images presented. Thought questions move students to a deeper level of analysis by asking them to share what they think about their observations and what they still wonder about. As students answer the questions related to what they see and what they think, they begin to make observations about the products and practices they are viewing, stating their opinions, hypotheses, and what they still want or need to know.
Classroom Example of Step 1 of the IMAGE Model for the Novice Proficiency Range (I, M)
In a Novice German classroom, the teacher introduces a unit on school lunches from around the German-speaking world. While providing comprehensible input using “My plate” images, the teacher asks a series of factual questions (Is this breakfast or lunch? Is this a fruit or a vegetable?) and open-ended questions (Is this a healthy plate? Is this a balanced meal? In what country is this food served?)
In step 2, “Analyzing Additional Information,” the goal is for students to begin to think about a cultural perspective embodied by the practice or product presented through analysis of a short text or data.
To help students analyze cultural perspectives, teachers provide an additional source of target language information, in the form of text or data, that is related to the cultural product and/or practice evident in the images. This additional source of information is meant to help guide students’ thinking about the underlying perspectives of the target culture based on what students have observed in the images. With this focus in mind, the teacher ensures the additional text or data presented and analyzed provides a clear visualization that complements the image analysis in the lesson.
Classroom Example of Step 2 of the IMAGE Model for the Novice Proficiency Range (A)
In the same Novice German class, the teacher introduces an authentic text on the origin of various types of food. The students circle the cognates in the reading and answer text-based questions (What is this reading about?). The teacher then introduces a map that illustrates the origins of various types of food around the world. In pairs, students identify some of their favorite foods and recognize from where they came. Teacher guides a whole-class sharing of findings.
In step 3, “Generating Hypotheses about Cultural Perspectives,” the goal is for students to use the target language to analyze, reflect, and hypothesize about the product(s) and/or practice(s) viewed during the preceding steps of the lesson. During steps 1 and 2 of this model, the teacher prepares students to be able to delve deeper into cultural exploration as the lesson progresses. In step 3, pairs or small groups of students think about possible meanings and elaborate on ideas based on what they viewed in steps 1 and 2.
In this step, the teacher shows a few more images depicting the product and/or demonstrating the practice that is the focus of this lesson. Using a series of three to five carefully formulated open-ended thought questions, the teacher then leads students toward a deeper level of analysis by asking them to share opinions, hypotheses, and ideas related to what they see in the images presented. The teacher may provide sentence frames to help students use the target language to generate ideas and facilitate discussions: “I agree that….”, “I think that….”
Classroom Example of Step 3 of the IMAGE Model for the Novice Proficiency Range (G)
In the same Novice German class, the teacher shows more food images and previews specific open-ended questions about cultural perspectives related to what students eat. Sample questions include What are the reasons for [certain food] to come from a certain area? How does where we live affect what we eat and why? and How does the size of our family affect what we eat and why? The teacher can guide students to use the target language as they hypothesize in pairs or small groups. The teacher can then guide a whole-class discussion on the hypotheses generated in the small-group discussions.
In step 4, “Exploring Perspectives and Reflecting Further,” the teacher may ask students what they are still wondering about. In a subsequent lesson, or for homework, students further explore the cultural perspectives from this lesson and reflect on their own and the target cultures.
Classroom Example of Step 4 of the IMAGE Model for the Novice Proficiency Range (E)
Finally, in the same Novice German class, the teacher guides the students to formulate questions for further inquiry and comparison related to the foods their and German speaking families eat. For the Novice range, this step may be assigned as homework and completed in English.
End of Figure 7.9: The IMAGE Model for Exploring Intercultural Perspectives.
[bookmark: _1fob9te]Just as student learning progresses, so too should instructional support. Adjusting the pace and questions the teacher prepares to prompt discussions at each of the four steps in the IMAGE Model can serve to keep students engaged and making progress as they explore cultural perspectives. Language production at this level will likely have errors, yet  maintaining a focus on communication is key. Language teachers expect errors and are careful not overcorrect students, particularly when they work with prompts students may find challenging. Responsive teaching ensures that support is consistent as students use the target language to investigate, explain and reflect on cultural perspectives in order to interact with increased cultural competence.
[bookmark: _Toc40435993]Cultures Standard 3: Cultural Comparisons
In this section, readers will gain an understanding of the characteristics and role of cultural comparisons. They will also gain awareness of varied strategies for developing students’ ability to make cultural comparisons between their own culture and the target culture.
Goal
· [bookmark: _Hlk8133766]To interact with cultural competence, students use the target language to investigate, explain, and reflect on the nature of culture through comparisons of similarities and differences in the target cultures and the culture(s) they know.
· Students use the target language to investigate, explain, and reflect on the nature of culture through comparisons of similarities and differences in the target cultures and those they know in order to interact with cultural competence.
Classroom environments that are target language- and target culture-rich encourage students to compare cultures and their products, practices, and perspectives. As the NCSSFL-ACTFL Intercultural Can-Do Statements (2017) point out, students develop their skills in engaging in culturally appropriate ways when they have sustained opportunities to investigate cultural products, practices, and perspectives in the target culture and their own and then interact with members of the target culture. In the process of investigating the target culture, students have opportunities to recognize, examine, and analyze elements of their own culture and other cultures they may already be familiar with. In some instances, students may find that it is possible that the two cultures exhibit no similarities. Arriving at this realization may in itself become a valuable lesson and may further their appreciation of the target culture.
The NCSSFL-ACTFL Intercultural Can-Do Statements, based on research and many years of positive student learning results, make it clear that having students compare two or more cultures results in deepening their understanding of the target culture and, often, their own as well. Figure 7.10 provides specific guidance teachers can use in planning instruction. This figure presents an excerpt intended to support teachers’ efforts to introduce target language use when discussing culture, in ways that cultivate cultural comparison, and ultimately, cultural understanding and multicultural competencies.
[bookmark: _Toc40435994]Figure 7.10: Key Considerations for Target Language Comparison of Cultures
How do I approach culture so that students don’t dismiss the target culture as being “weird”?
The teacher recognizes that:
· Learners may experience or pass through stages of resistance.
· Students’ possible negative reactions are the first stage.
· It is beneficial for students’ natural curiosity to be provoked and capitalized upon.
The teacher plans for instruction that, over time, assists students in reflecting on, hypothesizing about, and analyzing meanings and beliefs from the cultural insider's point of view. (Oberg 1960; West & Donato, 1995)
The WL Standards encourage teachers to facilitate culturally competent interactions for students in the target language. Because interacting with cultural products is particularly engaging for students, world languages teachers select content-, language- and culture-rich authentic materials that represent examples of compelling cultural products, practices and perspectives in order to give students the opportunity to make comparisons among cultures.
Teachers of world languages can also design activities in which students investigate and examine the similarities and differences between the target culture products and products from their own culture(s). Some examples of target culture products that students can compare include eating utensils, writing materials, books, architecture of the home and community, and furniture. Such comparisons may lead to further discoveries of similarities and differences in the purposeful use of the products. For instance, students of Japanese may compare the use of chopsticks to the use of a fork and knife. Next, students may explain and reflect on the similarities and differences between the perspectives of the target culture and their own perspectives. For heritage and native speakers of the target language, the target culture elements and their interconnections offer multiple opportunities for a deeper understanding of their cultural roots through detailed exploration, analysis, and reflection. For example, in Snapshot 7.3, heritage learners of Chinese compare and reflect on how Chinese New Year dinner is similar to an American Thanksgiving as an opportunity for families to come together.
[bookmark: _Toc40435995]Snapshot 7.3: Cultural Comparison of Chinese and American Perspectives on Family Relations in a Novice Mid Mandarin Class
[bookmark: _Hlk18161788]In a Novice-Mid Mandarin class, the teacher plans a series of activities to help students understand the concept of “filial piety,” a key concept in Chinese culture.
The teacher first presents authentic material about the Chinese New Year celebration to the students and asks students to identify common practices for the celebration, such as going home to visit parents, buying gifts for parents, cooking and eating New Year’s Eve dinner with parents (年夜饭/年夜飯 nián yè fàn), and accompanying parents to new year street fairs (庙会/廟會 miào huì).
The teacher then introduces the idea of filial piety by relating the practices from above to the perspective. The teacher states, “Visiting parents during Chinese New Year is considered an act of filial piety. So is accompanying them to new year street fairs.” Next, the teacher presents to the class more practices reflective of filial piety and asks students to identify whether each activity falls into the category of filial piety or not.
A follow up activity is to fill out a comparison chart associating filial piety practices in America and in China. At the end of the learning episode, students respond to reflective questions using critical thinking questions such as: Is filial piety too old an idea for modern society? and Are there any non-traditional activities that should be considered examples of filial piety these days? Although students are not able to create with language, they are able to agree/disagree, say something is good/not good, and give examples of filial piety using learned words and phrases, all possible within the Novice range of proficiency.
Depending on the students’ target-language proficiency range, the teacher may ask students to infer the cultural perspectives reflected in the specific cultural practices shown in video clips. This activity helps students to recognize, practice, acquire, and perform the skills necessary for culturally appropriate interactions. In short, students learn to communicate not only in the target language, but also within the parameters of the target cultures.
World Languages Standards:
WL.CM1.N, WL.CM5.N, WL.CL1.N, WL.CL2.N, WL.CL3.N, WL.CN1.N
An example of how to engage students in cultural comparisons is included in Snapshot 7.4. This snapshot details making cultural comparisons among school cultures in the United States and China.

Snapshot 7.4: Creating My Dream School – Comparing Schools in the United States and China
While working on a unit about school, Ms. Zheng-Chao’s Novice Mid/High students of Chinese learn about Chinese schools by examining authentic materials (pictures, infographics, and videos). The students use keywords and short phrases to record their findings in a graphic organizer. Next, in groups of 3 or 4, the students brainstorm the words that describe their dream school. Finally, the students identify similarities and differences among schools in China, their own school in California, and their dream school.
[bookmark: figSAMPLE]Student Sample—Comparing Schools in the United States and China
[image: ]
Text accessible version of student sample
Translation of student sample above:
Features of schools in China (upper left circle):
· speaking Chinese, many school items, students are Chinese
· (similarities with American/Our school) has a great deal of homework, has many quizzes and exams
· (similarities with Dream School) cafeteria food is delicious
American/Our school (upper right circle):
· Cafeteria food is different, speaking English, located in California
· (similarities with Chinese school) has a great deal of homework, has many quizzes and exams
· (similarities with Dream School) very big, very beautiful, people from many countries
Dream School (lower middle circle):
· no homework, very interesting/engaging, we watch movies
· (similarities with Chinese School) cafeteria food is delicious
· (similarities with American/Our School) very big, very beautiful, people from many countries
Similarities among all three schools (cross section in center):
· [bookmark: _dds8zne0cie6][bookmark: _3znysh7]chairs, classroom, desks
World Languages Standards:
WL.CM1.N, WL.CM2.N, WL.CM3.N, WL.CM5.N, WL.CL1.N, WL.CL2.N, WL.CL3.N, WL.CN1.N
[bookmark: _Toc40435996]Cultures Standard 4: Intercultural Influences
In this section, readers will gain an understanding of the characteristics and role of intercultural influences. They will also gain awareness of varied strategies for developing students’ ability to investigate and recognize how cultures influence one another.
Goal
· [bookmark: _Hlk8133789]To interact with intercultural competence, students demonstrate understanding and use the target language to investigate how cultures influence each other over time. (WL Standards, 2019, p. 24)
Throughout history culture bearers have come into contact with one another around the world, sometimes in less-than-peaceful ways. Teachers use the Framework for Global Competence, referenced earlier in this chapter, to facilitate positive interactions as students encounter cultures different from their own. In this way, the world languages classroom fosters global citizenship as teachers design activities that allow students to investigate the world, recognize different perspectives, communicate ideas, and take action on topics of interest to them.
Research-based practices in language education suggest teachers use a wide variety of authentic materials as they teach new content and guide students toward achievement of the WL Standards (Glisan and Donato, 2017). There is no substitute that can provide the context or content for students to develop the ability to effectively communicate in real world settings in culturally appropriate ways. As noted previously in this chapter, curricular materials translated from English rarely reflect the culture(s) of the target language. Authentic materials allow students to explore target language and target culture products, practices, and perspectives while also making comparisons between their own language and culture and those of the target language. Through the exploration of the language and culture, students encounter in authentic materials, they engage in invaluable opportunities to develop global competence and Intercultural Communicative Competence (see the discussion of global competence earlier in this chapter).
The Cultures standards are a key element of effective communication with culture-bearers around the world. These standards underscore the point that communication is effective when language users understand how to interact appropriately within target language culture(s); and a student’s communicative proficiency and cultural competence may not always align. It is possible for a language learner to possess a higher level of cultural competence than language proficiency when the student has more experience with the target culture than with the target language. It is also possible for individuals to exhibit high levels of linguistic proficiency without the ability to carry out tasks in culturally appropriate ways. 
An example of the first situation are individuals who have spent time in a country where the target language is spoken but are just beginning to learn the language. A second example includes individuals who have learned to speak, sign, or write without developing the cultural competence they might acquire by interacting in authentic, real-world settings.
Because of the state’s extraordinary linguistic diversity and cultural pluralism, students in California have access to vibrant cultural exchanges and experience their influences on a daily basis. The fusion and adaptation of cultural products is often most visible and tangible in areas of food, fashion, music, art, leisure, holiday celebrations, and recreation. This cultural adaptation enriches the exchange of the cultural practices related to the products. This rich interaction enhances the understanding of cultural perspectives among California’s diverse groups of students.
Language teachers in major metropolitan regions around the state often have access to target culture communities residing there and can access their students’ cultural backgrounds to engage them in investigating how different cultures interact and ultimately influence one another. In contrast, while language teachers in rural and isolated areas of the State may not have access to as many diverse cultural communities within their geographic region, they can make the diversity of California’s world communities accessible to their students through the use of technology, field trips, and travel abroad.
To promote global citizenship, teachers strive to create classroom environments that respect cultural products, practices, and perspectives and encourage students to be open to differences, wherever they encounter them. For example, as part of the domain, “Investigate the World” (CGEP), a teacher can guide students through a station activity where they read or observe authentic materials related to how different cultures greet. They may use maps to determine whether geography was a factor in developing greeting practices, identifying similar practices in a particular geographic area.
Figure 7.11 suggests ways teachers can engage students in exploring how cultures influence one another and develop intercultural competence, the ability to interact with culture bearers that speak languages they know and other languages applying the skills they are learning as developing global citizens.
[bookmark: _Toc40435997]Figure 7.11: Sample Functions for Intercultural Influences
In their exploration of multiple cultures, students may:
· Identify cultural borrowings (e.g., yoga practices from India; Christmas tree decorations from Germany; Anime from Japan; white wedding dresses from Great Britain; soccer from China, Greece, Rome, or parts of Central America; dragons and acupuncture from China).
· Examine the reasons for such borrowings (e.g., inclusion and an attempt to fit in, through music and fashion; prestige and appeal of socio-economic status, through housing and personal transportation; oppression and dominance through invasion and slavery, racism, sexism, and/or ageism).
· Describe and discuss how products, practices, and perspectives of both/all cultures change upon the encounter and exchange (e.g., new and different ingredients in a recipe that change the taste of a dish; celebration of a holiday twice on different calendars; consumption of tofu, healthy and expensive in the United States; common and inexpensive in China.
[bookmark: _2et92p0]There are two areas of emphasis in Cultures Standard 4. The first focuses on intercultural influences, which occur when cultures borrow from each other when they come into contact. Twenty-first century technologies facilitate this sharing as borders dissolve when individuals collaborate from different locations throughout the world. Intercultural influences are evident in a variety of fields. The products we consume, the music we listen to, the fashion we wear, and the technologies we use––among a myriad of other products and practices––across cultures are a reflection of what we deem as useful, pleasurable, and acceptable; these are our perspectives.
Emphasis Quote
To see beyond the limitations of the assumptions derived from one’s cultures is the central tool for developing global competence.
The second area of emphasis in Cultures Standard 4 focuses on the skills individuals develop when they interact with others from different cultures. Although it is unlikely for people to acquire the cultures and languages of all humans, people can learn to question the universality or uniqueness of products, practices, and perspectives of their own cultures. To see beyond the limitations of the assumptions derived from one’s cultures is the central tool for developing global competence. When an individual’s perspectives differ from those of other cultures, there may be a tendency to disparage the products and practices that are different from those that individual is familiar with. The goal of this standard is for students to develop the ability to suspend judgment when they encounter a product or practice in spite of their own perspective. This is a key indicator of global competence.
Emphasis Quote
Global competence is the ability to suspend judgment in spite of one’s own perspectives.
When introducing students to the products, practices, and perspectives of the target culture, it is important to give students the opportunity to “Keep an open mind” (CGEP). It is natural for students to believe that practices that are different from theirs are “odd” or “weird.” To counteract this, teachers can show students mainstream U.S. Anglo-American cultural practices that other cultures might view as strange. For example:
· In France, it is considered strange to cut lettuce with a knife for a salad. Instead, the lettuce leaves are torn by hand into bite-sized pieces.
· In some European countries, it is typical to eat pizza with a fork and knife and to eat fries not with ketchup—but with mayonnaise.
· In many Asian countries, slurping your noodles and eating with your mouth open are proper table manners.
· In the United Kingdom, when dining, it is considered rude to cut your meat and then move your fork from one hand to the other to eat.
· In many European countries, it is considered impolite to sit at the table and put your elbows on the table.
· In many Asian and Arabic homes, removing shoes at the house entrance is a typical practice.
Examples of how to approach teaching intercultural and global competence are found in Figure 7.12, which focuses on a list of approaches for Intercultural Competence and Global Competence.
[bookmark: _Toc40435998]Figure 7.12: Approaches to Teaching Intercultural and Global Competence
Intercultural Competence
· Understand how other cultures use murals to express themselves in public spaces and use that to create your own mural
· See how other cultures use atypical materials to create
· Look at products and practices from other cultures and adapt them for your context 
· Learn about an artistic movement within an historical period and use that to create your own piece of visual art
· Explore music from the target culture and your own and create a mash up
Global Competence
· Recognize that music that may not have harmony is music and not noise
· Appreciate that eating insects can be nutritious, and delicious
· Appreciate that shared living spaces among generations is not a reflection of poverty
· Recognize that property belongs to everybody, there is no personal property
· Value the perspective that love is not a requirement to enter into marriage and often does not result in unhappiness
[bookmark: _Toc40435999]Conclusion
The Cultures standards emphasize the importance of developing in students communicative, cultural, intercultural and global competence. They call for world languages teachers to provide learners with the opportunity to interact with cultural products (what the target culture makes), identify cultural practices (what members of the target culture do), and determine the cultural perspectives (why the members of the target culture make the product or carry out the practice) reflected in the product or practice. The Cultures standards encourage teachers to engage students in investigating the target culture and their own culture in order to more appropriately and effectively communicate with members of the target culture. As part of their investigation of the target culture, students can be expected to gain awareness of how the interaction of cultures influence both cultures. These insights may then lead to cultural transfer, and, through appropriately-structured tasks, increased understanding among cultures.

[bookmark: _Toc40436000]Works Cited
American Council on the Teaching of Foreign Languages. (2012). ACTFL performance descriptors for language learners. ACTFL: Alexandria, VA.
American Council on the Teaching of Foreign Languages. (2017). NCSSFL-ACTFL Can Do Statements. ACTFL: Alexandria, VA.
American Council on the Teaching of Foreign Languages (ACTFL). (2014). Position Statement on Global Competence. Retrieved from https://www.actfl.org/news/position-statements/global-competence-position-statement, July 30, 2019.
American Council on the Teaching of Foreign Languages (ACTFL). (1999). Standards for Foreign Language Learning in the 21st Century: Yonkers, NY.
Clementi & Terrill, The Keys to Planning for Learning: Effective Curriculum, Unit, and Lesson Design. ACTFL, 2017.
Genova, M. M. (2018). Communicating between Cultures: Practical suggestions for acquiring cultural intelligence in C2 through literature and digital technology. Rhetoric and Communications Journal, (37).
Glisan, E. W., & Donato, R. (2017). Enacting the Work of Language Instruction: High-Leverage Teaching Practices. American Council on the Teaching of Foreign Languages. Alexandria, VA 22314.
Mansilla, V. B., & Jackson, A. (2011). Educating for global competency. New York: Asia Society. Retrieved from: http://asiasociety.org/files/book-globalcompetence.pdf.
Oberg, K. (1960). Cultural shock: Adjustment to new cultural environments. Practical anthropology, (4), 177–182.
Story, J., & Walker, I. (2016). The impact of diasporas: Markers of identity.
United Nations (2020). United Nations Sustainable Development Goals. Retrieved from: https://www.un.org/sustainabledevelopment/.
West, M., & Donato, R. (1995). Stories and Stances: Cross‐Cultured Encounters with African Folktales. Foreign Language Annals, 28(3), 392–406.
[bookmark: _Toc40436001]Text Accessible Descriptions of Graphics for Chapter 7
[bookmark: text71]Figure 7.1: Four Domains of Global Competence
This image is a circle divided into four main sections. The center of the circle contains the words “Four Domains of Global Competence,” with an image behind the words that depicts an outline map of North America and the northern part of South America.
Surrounding the center circle is ring divided into four quadrants. Each quadrant contains a single symbol: a magnifying glass, two arrows intertwined, a light bulb, and a gear wheel. Each symbol is designed to illustrate one of the four domains of global competence.
In the quadrants surrounding the symbols, there are the titles of the four domains and then a brief explanation of each.
The first quadrant (represented by the magnifying glass) is “Investigate the World: Students investigate the world beyond their immediate environment.”
The second quadrant (represented by the intertwined arrows) is “Recognize Perspectives: Students recognize their own and others’ perspectives.”
The third quadrant (represented by the light bulb) is “Communicate Ideas: Students communicate their ideas effectively with diverse audiences.”
The fourth quadrant (represented by the gear wheel) is “Take Action: Students translate their ideas into appropriate action to improve conditions.” Return to Figure 7.1.
[bookmark: text74]Figure 7.4: The Triangle of Cultural Products, Practices, and Perspectives
The purpose of this image is to illustrate the three components of culture. The image is a large inverted triangle divided into four triangles.
The triangle in the middle contains the word: CULTURE.
The top-left inverted triangle contains the words: products (books, music, games, food, and law).
The top-right inverted triangle contains the words: practices (patterns of social interaction).
The bottom inverted triangle contains the words: perspectives (meanings, attitudes, values, ideas). Return to Figure 7.4.
[bookmark: text75]Figure 7.5: Cultural Products, Practices, and Perspectives: The Cultural Iceberg Model
The purpose of this image is to illustrate the visible and invisible elements of culture. It depicts culture as an iceberg floating in water. The tip of the iceberg is significantly smaller than its submerged base.
In the tip of the iceberg are printed the following words, from top to bottom: food, flags, festivals, fashion, holidays, music, performances, dances, games, arts & crafts, literature, language.
In the base of the iceberg are printed the following words, from top to bottom: Communications styles and rules: facial expressions, gestures, eye contact, etc.; Notions of: courtesy and manners, friendship, leadership, etc.; Concepts of: self, time, past and future, etc.; Attitudes toward: elders, adolescents, dependents, etc.; Approaches to: religions, courtship, marriage, etc. Return to Figure 7.5.
[bookmark: textSAMPLE]Student Sample—Comparing Schools in the United States and China
This image consist of three overlapping circles forming a three-way diagram. Each circle contains a list of words describing schools and school life.
Top-left circle contains words describing traditional schools in China.
· speaking Chinese, many school items, students are Chinese
· (similarities with American/Our school) has a great deal of homework, has many quizzes and exams
· (similarities with Dream School) cafeteria food is delicious
Top-right circle contains words describing the students’ own California school.
· Cafeteria food is not good, speaking English, located in California
· (similarities with Chinese school) has a great deal of homework, has many quizzes and exams
· (similarities with Dream School) very big, very beautiful, people from many countries
Bottom-mid circle contains words describing the students’ dream school.
· no homework, very interesting/engaging, we watch movies
· (similarities with Chinese School) cafeteria food is delicious
· (similarities with American/Our School) very big, very beautiful, people from many countries
The segment in the middle contains words describing the overlapping features of all three schools.
· chairs, classroom, desks Return to Student Sample.
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