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[bookmark: _Toc40790849]Chapter Content
In this chapter, readers will learn about:
· California’s language diversity
· How languages differ, and how those differences impact teaching and learning
· Language-specific considerations: examples and instructional strategies 
· Dialects and regionalisms
· Intersections of language and culture
[bookmark: _Toc40790850]Introduction
[bookmark: _Toc40790851]California’s Linguistic Diversity
Living and learning in California, a state of extraordinary linguistic diversity and cultural pluralism, places students at the heart of vibrant cultural exchanges and impactful language learning opportunities. The information in this chapter can aid the efforts of language teachers as well as school counselors and administrators to recognize students’ linguistic strengths and needs in order to design suitable instructional materials and effectively deliver instruction.
According to the US Census Bureau data, in 2017, 55.9% of Californians speak only English, while 44.1% speak another language (either instead of, or in addition to, English). Spanish and Spanish Creole compose the second most popular language grouping in the state, being spoken by 28.7% of Californians. Chinese is a distant third, spoken by 3.2%. Tagalog/Filipino is spoken by 2.2%, Vietnamese by 1.5%, and Korean by 1%. Persian, Armenian, and Arabic are spoken by 0.5% each. Figure 12.1 illustrates the distribution of the varied languages spoken by California residents, according to the US Census Bureau.
Figure 12.1: Languages Spoken in California, US Census Bureau 2017
[image: ]
According to ACTFL’s The National K–16 Foreign Language Enrollment Survey Report (March, 2017), of the current almost 7 million students in the California public-school system less than 14% study a world language, lagging behind the national average of 20%. Among the most commonly studied languages in California are: Spanish (75%), French (11%), Chinese (2%), American Sign Language (ASL) (1.7%), Japanese (1.3%), German (1%), Latin (0.6%), and Arabic and Russian (under 0.1%). Figure 12.2 illustrates the languages studied in California schools, organized by percentage of participation.
[bookmark: fig122]Figure 12.2: Languages Studied in California
[image: ]
For further information on the diversity of languages studied in California, see Chapter 3: Pathways to Multiliteracy.
Californians’ high esteem for language education gave rise to the 2008 initiative to recognize students’ bilingualism through the California State Seal of Biliteracy, which was officially adopted in 2011. According to the 2017-2018 data, 55,175 California students, in 53 counties, have earned the Seal of Biliteracy in more than 40 different languages: ASL, Cantonese, French, German, Japanese, Korean, Latin, Mandarin, Spanish, Vietnamese, as well as all of the following: Arabic, Armenian, Bengali, Cambodian, , Farsi, Filipino, Gujarati, Hebrew, Hindi, Hmong, Hungarian, Indonesian, Italian, Kikongo, Lingala, Malay, Mongolian, Portuguese, Punjabi, Russian, Samoan, Swahili, Swedish, Tamil, Thai, Tibetan, Turkish, Ukrainian, and Urdu.
World languages teachers serve their students more effectively when they take the time to learn the linguistic background of their students in order to customize their approach to students’ learning of the target language. Students in California study a wide variety of languages. For many of them the target language may be a native, heritage, or third language. For example, native or heritage speakers of Spanish have a linguistic and cultural advantage when studying French, Italian, Latin, Portuguese, and Romanian since along with Spanish these languages derive from Latin and form the Romance group of Indo-European languages. The advantage comes from the similarities in the vocabulary, the morphology, and often the syntax among these languages. (Stein-Smith, 2018). 
Figure12.3 illustrates the similarities among Romance languages. It shows how the Latin verb cantāre (to sing) changes within each of the Romance languages – and how each language-specific version is similar to the rest. Such similarities support the learning of vocabulary through cognates. The second table demonstrates how all Romance languages use a verb in the infinitive to complete the meaning of the verb “want.” The third table illustrates a more complex usage of the same verb “want” as it is followed by a subordinate clause of purpose and a verb in the subjunctive mood. The second and third table may help language teachers to include a range-appropriate progression of forms and sentence constructions in their unit- and lesson planning.

Figure 12.3: Similarities among Romance Languages
Formation of Infinitive
The example infinitive means to sing.
	Latin
	Portuguese
	Spanish
	French
	Italian
	Romanian

	*cantāre
	cantar
	cantar
	chanter
	cantare
	cânta


Sentences with Infinitive in Main Clause
	Language
	Example

	Latin
	(Nos) quaerimus/requirimus/volumus studere.

	Portuguese
	(Nós) queremos estudar.

	Spanish
	(Nosotros) queremos estudiar.

	French
	Nous voulons étudier.

	Italian
	(Noi) vogliamo studiare.

	Romanian
	(Noi) vrem să studiem.

	English
	We want to study.


Source: Adapted from Nativlang, Comparative Grammar of the Romance Languages
Sentences with Dependent Subjunctive Clause
	Language
	Example

	Vulgar Latin
	*(Nos) querimus/volumus (id) quod Maria veniat.
*(Nos) querimus/volumus ut Maria veniat.

	Portuguese
	(Nós) queremos que venha (a) Maria.

	Spanish
	(Nosotros) queremos que venga María.

	French
	Nous voulons que Marie vienne.

	Italian
	(Noi) vogliamo che Maria venga.

	Romanian
	(Noi) vrem să vină Maria.

	English
	We want that Mary come / Mary to come.


Source: Adapted from Nativlang, Comparative Grammar of the Romance Languages
Students who have linguistic backgrounds that allow them to rely on cognates in vocabulary and on the ability to transfer morphology and syntax, are able to understand target language text more easily when they are engaged in Interpretive communication activities. Similarly, students use what they have interpreted and what is similar (positive transfer), recognizing and overcoming the differences (negative transfer), in order to use new forms when producing language in activities for Interpersonal and Presentational communication.
For example, when learning French, native and heritage speakers of Spanish acquire vocabulary with greater facility since both languages derived from Latin. Similarly, the gender of nouns, the personal endings of verbs, the subjunctive mood of verbs, and other grammatical features of French are less challenging for them than they are for a monolingual English speaker. As a French teacher recognizes such linguistic assets among her students, she introduces new vocabulary through the exploration of cognates between French and not only English, but also Spanish.
In native and heritage speaker classes, students bring diversity in dialects and usage. Language teachers welcome such diversity and validate it by incorporating it in their lesson plans. For example, in a Vietnamese class for heritage speakers, in a unit on family values, the students conduct a survey among their elders (parents and grandparents) and record the various words for degrees of family relations. The students then share and compare the words and the pronunciation of their regional varieties, as illustrated in Figure 12.4, below.
Figure 12.4: Variants of the Concept of “Uncle”
	Concept
	Variants

	uncle
	bác [伯] (trai) – elder brother of parents
chú [注] – father's younger brother
cậu [舅] – mother's brother
dượng – mother's younger sister's husband


Source: Omniglot, Family Words in Vietnamese, 2019
When schools do not offer native- and heritage-speaker classes, the make-up of the students in non-native speaker classes reflects a heterogeneous linguistic background. Some students are either heritage learners of the target language or heritage speakers of a language that shares features with the target language. For example, in a French 1 class, most students may be native speakers of English and - some might be monolingual, English-only, learners of French. In the same class, other students might be heritage speakers of Spanish–a Romance language sharing many features with French. The teacher may choose to group the students strategically, ensuring there are heritage speakers of Spanish in each small group, since the heritage Spanish speakers are likely to share a wider range of cognates and grammar features and can facilitate whole class success in all modes of communication.
[bookmark: _Toc40790852]Major Components of Language
All languages have underlying structural rules that make meaningful communication possible. The many languages spoken and taught in California vary in all five components of language: phonology, morphology, syntax, semantics, and pragmatics. The first three deal with the formation of sounds, words, and sentences in a language; semantics examines the content of the message, while pragmatics is also known as the use of language for specific audiences and purposes.
Spoken language is composed of units of different sizes. Sounds are the smallest building block of language. Sounds are called phonemes when they function to signal different meanings in the language. Morphemes are sequences of sounds that form the smallest units of independent meaning in a language, such as prefixes and suffixes. Words are the next building block of language as they consist of one or more morphemes., When one or more words convey meaning together, they form phrases (a structural unit composed of one or more words), sentences, and discourse (culture-specific text-types). Sounds, word forms, and sentence structures are examined further in this chapter through specific examples and suggestions for teaching.
Based on the structural similarities, languages are grouped in various families. Languages may be grouped by their morphological and syntactical features or by their genetic typology, as presented in different parts of this chapter.
[bookmark: _Toc40790853]Classification of Languages – by Morphology and Syntax
Languages are classified based on how they combine morphemes to form words. Some languages, like Mandarin, Cantonese, Vietnamese, and Laotian, use free forms to express concepts like tense or number and are called isolating/analytical languages. For example, as illustrated in Figure 12.5, in Mandarin, the morpheme [le] expresses past tense and its place in the sentence may vary.
Figure 12.5: Isolating/analytical Languages: Expression of Past Tense, Mandarin
Ta chi fan LE.	Ta chi LE fan.
s/he eat meal PAST	s/he eat PAST meal
In contrast to analytical languages, synthetic languages use affixes, derivations or inflections to express relationships among words in a sentence. Some of these languages, called agglutinating, have a designated affix for each specific grammatical concept. In Turkish, for example [-ler] indicates plural, while [-de] indicates location, as Figure 12.6 indicates.
Figure 12.6: Synthetic Languages: Formation of Plural and Location, Turkish
	ev		evde			evler		evlerde
	house		in the house		houses	in the houses
Along with Turkish, these are a few more examples of agglutinating languages: Filipino, Japanese, Korean, among others.
Fusional languages form words by using a root along with affixes that denote more than one grammatical concept. In Russian, for example, a specific inflection (ending) may indicate the word’s gender, number, and case – as demonstrated in the following example in Figure 12.7.
Figure 12.7: Fusional Languages: Inflections, Russian
	Я 	вижу 		школ-У.
	Ya 	vizhu		shkol-U
	I	see		the school (feminine, singular, direct object Accusative)
Many Native American languages are polysynthetic languages in which sentences are composed of long, highly structured words with many parts. Such single words may consist of multiple roots and affixes as their meaning often expresses a whole sentence in other languages. For example, the Cherokee word datsigowhtisgv'i means "I was seeing something facing me." The prefix "da-" indicates that the object is facing the speaker, "-tsi-" shows first-person subject ("I"), "-gowhti-" is the root “to see,” "-sg-" indicates an ongoing action, and "v'i" denotes past tense.
Languages differ also in the way they structure sentences. Verb (V), Subject (S), and Object (O) are three universal concepts of syntax. The largest number of languages, Armenian, ASL, Greek, Japanese, Korean, and Latin, among them, use the S-O-V sequence. Figure 12.8, below, offers an example of typical word order in Latin.
Figure 12.8: Syntax: Subject–Object–Verb Languages, Latin
Amor (S)	omnia (O) 	vincit (V)
love 		all		conquers (Love conquers all.)
The next largest group, including English, French, German, Italian, and Russian, use the S-V-O word order, as illustrated in Figure 12.9, below.
Figure 12.9: Syntax: Subject–Verb–Object Languages, German
Der Mann (S) 	öffnet (V) 		die Tür (O)
The man 		opens			the door
While in some languages (mostly synthetic) the word order is less important, in English (an analytic language) the placement of the word is rather strict and can change the meaning of the message. For example, the word order in “The dog (S) bit (V) the boy (O).” tells a completely different story from “The boy (S) bit (V) the dog (O).”
A smaller number of languages, including Arabic and other Semitic languages, follow the V-S-O pattern when structuring sentences. Figure 12.10 is an example of word order in formal Arabic.
Figure 12.10: Syntax: Verb–Subject–Object Languages, Arabic
Arabic	يقرأُ المدرسُ الكتابَ
Transliteration:	yaqraʼu (V)	al-mudarrisu (S)	al-kitāba (O)
Gloss:	reads	the teacher	the book
Translation:	The teacher reads the book.
[bookmark: _Toc40790854]Classification of Languages – Genetic Typology
Genetic classification groups languages according to their descent, as languages branched out from the same ancestor language.
The Indo-European Family includes nine branches: Albanian, Armenian, Baltic, Celtic, Germanic, Hellenic, Indo-Iranian, Romance, and Slavic.
The Germanic branch includes Afrikaans, Danish, Dutch, English, German, Norwegian, Swedish, and Yiddish, to name a few.
All languages in the Romance/Italic branch descended from Latin, the language of the Roman Empire. These languages are: Spanish and Portuguese (Ibero-Romance), French, Catalán, Romansch (Gallo-Romance), Italian and Sardinian (Italo-Romance), and Romanian (Balkano-Romance).
The Slavic branch includes Bulgarian, Belarusian, Czech, Polish, Russian, Serbian, and Ukrainian, among others.
The table in Figure 12.11, illustrates the organization of the family tree of Indo-European languages.
[bookmark: fig1211]Figure 12.11: Indo-European Languages
[image: ] 
Text accessible version of Figure 12.11
Source: Ottawa, Compendium of Language Management in Canada (CLMC) https://www.uottawa.ca/clmc/indo-european-family
Among some other large language families are: Sino-Tibetan, which includes Chinese and Afro-Asiatic, which includes the Semitic languages Arabic and Hebrew.
At times certain languages are referred to as being “difficult” or “easy” to learn. It is not that one language is easier or more difficult to learn than another; rather, some languages require a longer or shorter length of time to acquire specific ranges of proficiency. This length of time depends on how different the target language and cultures are from the languages the students already know. Greater differences in pronunciation, grammar (word forms and word order), culture, and levels of politeness may require a longer period of time for the acquisition of the target language. One potential benefit in having an early entry into a world-languages program, such as elementary dual language immersion, is that the young learner experiences the target language for a longer period of time. As a result, the child is less likely to regard the target language is a “difficult” language.
The California World Languages Standards (WL Standards) clarify that the length of time required to develop proficiency depends on the similarities and differences between the target language and the language(s) the students already know. The similarities and differences between the target cultures and the cultures with which the students are familiar further contribute to the timelines of this process. In their daily dealings with language teaching and learning, teachers and students address language and its components of structure, social practice, and culture.
Figure 12.12 shows the geography of five categories of languages and indicates the time it takes for speakers of English to acquire them. Speakers of English need about 24 weeks to learn Spanish, Romanian, Norwegian and other Category-I languages since they are closely related to English. Category-II languages like German are similar to English and require about 30 weeks. Speakers of English need a longer period of time, about 44 weeks, to acquire Category-IV languages like Russian, Hungarian, and Turkish due to their significant linguistic and cultural differences from English. Category-V languages, such as Arabic, require 88 weeks for speakers of English. More information related to categories of languages can be found in Chapter 3 of this framework.
[bookmark: fig1212]Figure 12.12: The Geography and Estimated Learning Time of Five Categories of Languages
[image: ]
Text accessible version of Figure 12.12
Figure 12.13 provides an explanation why native speakers of English need either more or less time to learn certain world languages. The chart lists the categories by which English and a specific language differ. The chart suggests that the larger number of differences between the target language and English leads to a longer period of time needed to learn the target language. In the column entitled “Writing System,” “1” indicates languages which do not use the Roman alphabet; “2” indicates languages which have more than 1,000 written symbols; and “3” indicates languages which have more than one possible meaning for each written symbol. For example, Italian differs from English only in two categories, phonology (sound system) and morphology (word forms). Because of the similarities between English and Italian, for English speakers it usually takes a shorter period of time to learn Italian than other languages that are more dissimilar to English. On the other hand, Korean differs in all five categories and is likely to require a much longer period of time for and English speaker to learn.
Figure 12.13: Basic Characteristics of Selected Languages Which Differ From English
	Language
	Phonology
	Morphology
	Syntax
	Lexicology
	Writing System
1, 2, 3
	Stylistics

	Arabic
	X
	X
	X
	X
	1
	[blank]

	Chinese
	X
	[blank]
	[blank]
	X
	1, 2
	[blank]

	French
	X
	X
	[blank]
	[blank]
	[blank]
	[blank]

	German
	X
	X
	[blank]
	[blank]
	[blank]
	[blank]

	Hebrew
	X
	X
	X
	X
	1
	[blank]

	Italian
	X
	X
	[blank]
	[blank]
	[blank]
	[blank]

	Japanese
	X
	X
	X
	X
	1, 2, 3
	X

	Korean
	X
	X
	X
	X
	1, 2
	X

	Russian
	X
	X
	[blank]
	[blank]
	1
	[blank]

	Spanish
	X
	X
	[blank]
	[blank]
	[blank]
	[blank]

	Turkish
	X
	X
	X
	X
	[blank]
	X

	Vietnamese 
	X
	X
	[blank]
	X 
	[blank]
	[blank]


Source: Foreign Language Learning: A Comparative Analysis of Relative Difficulty. NSA, Unclassified https://www.nsa.gov/Portals/70/documents/news-features/declassified-documents/cryptologic-spectrum/foreign_language.pdf
[bookmark: _Toc40790855]Articulatory Phonetics: Making Sounds
Phonetics is the branch of linguistics that deals with sounds themselves. Articulation is the manner in which the speech organs (such as the tongue, lips, teeth, and palate) make sounds.
The speaking apparatus of humans can articulate a vast number of sounds. Still, individual languages only make use of a small selection of these sounds for their sound system, their phonology (sounds that may be used to distinguish words). In pat and bat, /p/ and /b/ are phonemes since their contrast signals a change in meaning. In pit and spit, the first phone, or sound, is [ph]—an aspirated p (p accompanied by a puff of air) and the phone [p] without aspiration. In English, these two distinct sounds do not contrast and distinguish words. In Filipino, these sounds do contrast some words, so in Filipino they are phonemes. In American Sign Language (ASL), a non-verbal language, parameters (handshape, palm orientation, location, movement, and facial expressions) carry out the functions of phonemes. For example, handshapes, like phonemes, have no meaning by themselves and need to appear in meaningful units to serve as contrastive elements. In short, an individual handshape means nothing out of context. It is only when we combine that handshape with movement and a certain location that we are able to create contrasts and establish meaningful units. The specifics of ASL are addressed later on in this chapter.
As underscored in the California WL Standards, the primary purpose of language and language learning is communication. Therefore, using language to communicate is central in all classroom language instruction. This focus on language as communication brings renewed urgency to the teaching of pronunciation, since both empirical and anecdotal evidence indicates that there is a threshold which language learners must achieve in order to communicate. If they fall below this comprehensibility threshold level, learners will have oral communication problems regardless of how excellent and extensive their control of target language grammar and vocabulary might be (Kang, Thomson, Murphy, 2017).
Emphasis Quote
World languages teachers provide learners with access to a wide variety of native-speaker speech samplings through authentic materials and strategically select how to support pronunciation as a component of communication without overemphasizing or overcorrecting it.
Learning to pronounce in a second language means teachers need to help students to use those aspects of their first-language sound system that support target-language pronunciation; this process is called positive transfer. Teachers also help students to overcome those aspects of their first-language sound system that impede target language pronunciation; this process is called negative transfer. In many pronunciation exercises, the learners are asked to repeat a sequence of words that emphasize similar or contrasting sounds—such as ‘I’ve found a mouse in the house’ for English learners. Although repetition remains a popular technique for teaching pronunciation, distinguishing sounds and combinations of sounds in authentic communication is more important than focusing on their production. For that reason, world languages teachers provide learners with access to a wide variety of native-speaker speech samplings through authentic materials and strategically select how to support pronunciation as a component of communication without overemphasizing or overcorrecting it.
Native and often heritage speakers of different languages experience specific difficulties when pronouncing the sounds of various target languages. A sound in the target language may cause learning difficulty if it does not exist in the students' first language, is pronounced differently, or occurs in a different position in a word.
Examining the vowels of English and Standard French, we learn that English lacks the following French vowel phonemes (represented by International Phonetic Alphabet symbols): /o/ tôt (early), /e/ thé (tea), /y/ lune (moon), /ø/ feu (fire), /œ/ boeuf (beef). These vowels, along with the nasals, give English speakers difficulty when learning how to pronounce French. The following are some suggestions how to introduce authentic pronunciation to target language learners and support their effort to acquire it:
· Listening to songs
· Listening to audio texts
· Listening to the radio
· Watching TV and movies
· Imitating the teacher
· Practicing in front of a mirror (for mouth formation and for signs in ASL)
· Practicing consciously (with attention and self-correction)
· Checking the position of the tongue and mouth in the mirror
· Trying to link words into phrases
Learners can develop their ability to pronounce utterances in the target language or sign communication correctly by being exposed to authentic spoken utterances in class, such forms of greetings, requests for attention, and requests for permission, among others. In class or in language labs, students participate in choral imitation of the teacher’s speech or the speech of audio- and video-recorded native speakers. Individually, in a language lab, students use specific authentic audio material and respond to a speaking task. For the purpose of learning authentic pronunciation, teacher may guide their students to read aloud phonetically weighted textual material with special focus on specific sounds or groups of sounds. Repeated hearing and pronouncing of sounds through various drills develop muscle memory of the speaking apparatus and support more accurate spontaneous pronunciation. Some students may find phonetically transcribed texts very helpful when learning the pronunciation of a word, a phrase, or a longer text. This is especially helpful when both the phonetic and writing systems of the target language are significantly different from English. Explicit phonetic training may be useful when the students need to learn about the nature and mechanics of a specific sound in order to fine-tune their pronunciation. Learning orthoepic (concerning the study of pronunciation) conventions or how to sound out written forms of language with accurate pronunciation builds students’ proficiency in the target language. For greater success with pronunciation, both teachers and students employ a wide variety of combinations of the suggested ideas.
When working with students on phonetics and phonology, some teachers have found success by explaining the difference between the two with some humor. Some teachers explain to their students that the ear hears phonetics, but the brain hears phonology. That is, the ear is capable of processing whatever linguistic sounds it picks up (assuming hearing ability), but the learner’s language experience causes the brain to filter out only those sound patterns that are important to distinguish (contrastive) in the target language. Snapshot 12.1 provides an example of how the teacher supports her students’ acquisition not only of content, culture, and language, but also pronunciation.
Snapshot 12.1: Phonetics and Articulation: Making Sounds, French
In Ms. La Duchesse’s Novice-Mid French class, most of the students are non-native/non-heritage speakers, yet for some French is the third language to learn – since they are native/heritage speakers of Spanish, Vietnamese, Persian, and Armenian.
In the third quarter of the school year, Ms. La Duchesse has engaged her students in a thematic unit on home life: rooms of the house, basic furniture items, basic activities in each room, and basic house chores for members of the family or a group.
Ms. La Duchesse has decided to focus on students’ pronunciation and has selected a few very brief (up to 2 min.) clips from French movies. In these clips two to three characters discuss topics related to different rooms in a house or an apartment, interior design, or house-related responsibilities among family members or friends.
Ms. La Duchesse provides the students with a handout which includes: (1) a stop-frame picture depicting all characters in each clip, in the order in which she will show the clips, and (2) a list of clip titles which does not correspond to the order in which she will show the clips. The students view the first clip a few times and in small groups select a title to match the content of the clip and write it below the clip’s picture in the handout. The teacher guides a whole-class activity as a few groups share their decision. With the teacher’s help, the class agrees on a certain title for Clip #1. The same process follows for Clips #2––last.
Next, the students divide themselves into groups of two or three and Ms. La Duchesse assigns a clip to each group. Some clips are assigned to two groups. Each group receives the script of its clip’s dialogue and starts viewing and practicing the text. The purpose of this activity is to imitate, and ultimately internalize, the pronunciation of the French actors as closely as possible.
On the next day, the whole class watches each video clip—first with the sound on, then with the sound off—and each group dubs the dialogue among the characters in each video clip. The students are encouraged to recreate the dialogue by reading it, though some may choose to do so from memory. After guiding students through the practice dialogue, the teacher may ask the students to create their own as an extension of their learning.
Assessment of student performance: Ms. La Duchesse hands out a chart to each group to evaluate the pronunciation of each student and themselves. At the end, the class votes for the best performing group and the best performers receive “Palme d’or” of French-1.
World Languages Standards
WL.CM1.N, WL.CM3.N, WL.CM5.N, WL.CM6.N, WL.CL2.N, WL.CN1.N
[bookmark: _Toc40790856]Phonology: Sound and Meaning
A more formal definition states that phonology is the branch of linguistics that deals with the sound systems of language, including phonemes and intonation.
Phonemes are sounds which function to signal different meanings of language.
The development of second language (L2) phonology is a very slow process, which could take years of patient practice. Furthermore, the goal of any pronunciation practice is not to make learners sound like native or heritage speakers, but “to enable learners to surpass the threshold level so that their pronunciation will not detract from their ability to communicate (Celce-Murcia et al., 1996, p. 8).
[bookmark: _Hlk31099884]Each language has an inventory of phonemes that may differ from that of other languages. Phonemes can be identified by virtue of whether a change in sound makes a difference in meaning. In English, [b] and [v] as well as [i] (the sound in the word slip) and [i:] (the sound in the word sleep) are phonemes that change the meaning of words. In Spanish, however, [b] and [v] and [i:] and [i] are not meaning-making phonemes, so native speakers of Spanish do not focus on their pronunciation of b and v, or the length  of i. When Spanish speakers encounter these sounds in English, they realize they need to learn to distinguish them, as they make a difference in the meaning of words such as deep and dip. Language teachers anticipate that native and heritage Spanish speakers may be influenced by the phonemic inventory of Spanish when they are speaking English. They might say either very good or berry good to mean the same thing. Similarly, it is little and eet eez leetle have the same meaning. Language teachers can provide students with appropriate oral feedback and follow-up activities in support of improved pronunciation. 
Some pronunciation teaching techniques have been in the field for a long time – such as phonetic transcription, which is a code consisting of phonetic symbols. Each symbol describes a single sound, which is in fact different from a letter of the alphabet. Another technique uses minimal pairs, which are pairs of words that have different meaning and whose pronunciation differs only in one sound. For example, in English such pairs are “slip – sleep” or “hit – heat.” In order to enhance the meaning-making of the drills, teachers contextualize them by including the minimal pairs in sentences: “Don't slip on the floor. (It’s wet.) -- Don't sleep on the floor. (It’s cold.)” or “The blacksmith (a. hits; b. heats) the horseshoe (a. with the hammer; b. in the fire.).”
In order to remember and ultimately produce the sounds of the target language, students need to hear them first. And no pronunciation models are better than those found in authentic materials, such as video clips and sound recordings. Snapshot 12.2 gives an example of how a teacher may use authentic video material in order to illustrate how different sounds can change the meaning of a word and the whole message it conveys. Then the students use what they learned to practice for better accuracy.
Snapshot 12.2: Phonology: Sound and Meaning, German
	In Mr. Wohlleben’s German-2 class, Novice-Mid to Novice-High, most of the students are non-native/non-heritage speakers, yet for some German is the third language to learn – since they are native/heritage speakers of Spanish, Russian, Armenian, and Turkish.
In the second quarter of the school year, Mr. Wohlleben has engaged his students in a thematic unit on international educational tourism and sightseeing: different regions of Germany, major cities, and their most prominent universities.
The students view clips in which native speakers use the two forms of the verb “sehen” (to see): “sehe” /ˈzeːə/ (I see.) and siehe /ˈziːə/ (See! Lo! Behold!). Next, with audio only playing, the students match the number of a sound segment to the pictures of possible situations.
Later, the students record themselves using the two forms of the verb and receive feedback about their pronunciation from one another and the teacher.
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Languages also differ in the way they combine sounds into syllables. Even though English and Japanese have the sounds /b/, /y/, /o/, /i/, /n/, English speaking students have difficulty in combining them in Japanese words such as /byooin/ and /biyooin/. The position of sounds within the word (beginning – middle – end) can also cause additional difficulties in pronunciation. For example, for English speaking students it is easy to pronounce /ts/ at the end of words, as in “cats” and “sits” or in the middle of words, as in “pizza” and “patsy.” Yet, English speakers struggle with initial /ts/ in such words as the Japanese /tsuki/ (月 – month), the German /tsaituƞ/ (Zeitung – newspaper), the Russian /tsentr/ (центр – center) or the Hebrew /tsadek/ (צַ דִּיק – righteous).
Teachers of such languages may first guide students to recognize their ability to pronounce the challenging phoneme in English and the languages they already know. Next, through visuals the teacher may sharpen the students’ attention to how exactly their speaking apparatus works while pronouncing the phoneme – formation of lips and positioning of tongue against teeth and palate. This kind of awareness and self-observation can support students’ efforts to pronounce sounds with atypical placement for their native language(s).
Prosody is defined as "the study of rhythmic structure, intonation, stress, and related attributes in conjunction with syntax in speech and signing." Prosody contributes the emotional context for the content of the conversation. Prosody can have the effect of changing the meaning of a sentence by indicating a speaker's attitude to what is being said. For example, prosody can indicate anger, irony, or sarcasm, particularly when it works in conjunction with the social/situational context of an utterance. At the phonetic level, prosody is characterized by: vocal pitch (fundamental frequency), loudness (acoustic intensity) and rhythm (phoneme and syllable duration). For example, in English, the interjection “well,” pronounced with the normal length of the vowel /e/ may act as an opening of a statement or question. On the other hand, when pronounced with an extended length of the vowel /e/, depending on the context, it may express hesitation, irony, or sarcasm. The prosodic features in ASL recreate visually the intonation of audible language; some of these markers are: the duration of the sign, the pause between signs, specific non-manual signals, eye aperture, mouth stretching, and use of sign space.
Some languages are characterized by the relative prominence of syllables. This prominence is a function of the volume and duration of the syllable. The prominence of syllables is referred to as stress. Some languages have predictable stress. In Czech, the stress always falls on the first syllable, as in the phrase sbOhem, dĚti! (good bye, children).In Polish, the stress falls on the penultimate (next-to-last) syllable, as in do widzEnia, dziEci! (good bye, children).In complete opposite to Czech, French places the stress on the last syllable - au revoir les enfAnts. In most languages, the stress can appear on various syllables.
In some languages the change of the stressed syllable may be phonemic, changing the meaning of the word or the part of the speech it may be. For example, in English ʹimport [IMport] reveals the word as a noun, while impʹort [imPORT] makes it a verb. Portuguese demonstrates a similar occurrence in sábia ([ˈsabjɐ], "wise woman"), sabia ([sɐˈbiɐ], "knew") where the lack of stress changes the quality of the vowel. In Spanish, where vowel quality is constant, stress frequently distinguishes between present and past tenses of verbs, as in hablo (I speak) and habló (he/she/you [formal] spoke).
Use of audio software products which help students “seeing” where they placed stress on their own words and syllables, can also be used in a classroom setting to provide visual feedback to learners. Websites and software that analyze and give feedback on learners’ speech output have recently been developed and show promise in addressing the issue of stress as well as other aspects of pronunciation.
Intonation is the systematic rise and fall in the pitch of the voice during speech. The musical pitch of the voice – rising, falling, level, or falling-rising inflection – serves a phonemic purpose. With regard to the rising and falling of the voice, there are two types of languages: intonation languages and tone/tonal languages.
In intonation languages, the intonation of a phrase or sentence may carry grammatical functions. For example, a rising intonation may indicate a question “Elle a préparé le diner?” while a falling intonation may indicate a statement “Elle a préparé le diner.” Yet, not all questions are asked with a rising intonation—for example, in English wh-questions (such as in What do you want?) have mostly falling intonation. In some cases, intonation may denote the emotional state of the speaker, for example the polite ‘Good bye’ ends on a higher tone than it begins (high fall) versus the rude ‘Good bye!’ ending on a lower tone (low fall).
In order to improve students’ intonation in the target language, teachers may suggest passages or scripts for learners to practice and then read aloud, focusing on stress, timing, and intonation. This technique may or may not involve memorization of the text, and it usually occurs with genres that are intended to be spoken, such as speeches, poems, plays, and dialogues ensuring that communication is central and not focus on decontextualized form. Snapshot 12.3 illustrates how to use audio/video clips for the purpose of acquiring authentic target language intonation. More information about how to select and use authentic video in instruction, see Chapter 5 of this framework.
Snapshot 12.3: Intonation, Spanish
In Mr. Cutler’s Intermediate-Mid Spanish class, most students are non-native/non-heritage speakers, yet for some Spanish is the third language since they are native/heritage speakers of Italian, Portuguese, and Filipino.
In the second quarter of the school year, Mr. Cutler has engaged his students in a thematic unit on life values and self-reflection. In the process, the students have studied the life of Federico García Lorca. They have also read two poems by Lorca: “Es verdad” and “Despedida,” and have responded to comprehension and analysis questions.
Next, Mr. Cutler has his students read the poems aloud and to approximate the authentic pronunciation and intonation of Lorca’s language. Mr. Cutler plays an audio and/or video recording of such masters of Flamenco and poetry performance like Lola Flores. The students watch and listen as a whole class and next in small groups. They then discuss how Ms. Flores’ Spanish sounds different from the Spanish they have been speaking in class. Mr. Cutler guides a discussion and discovery of differences and provides the term “peninsular variety.”
Next, in small groups of three or four, the students coach one another and practice the recitation of one of the two poems.
The students conclude this lesson by recording their groups in a mini-performance inspired by the audio/video authentic material used in class.
In order to meet the heritage speakers’ needs, Mr. Cutler directs them to practice the peninsular variety of Spanish and compare it to the dialect they use in their community.
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In tone/tonal languages a tone functions like a phoneme in that it distinguishes words with different meanings. In short, the tone changes the meaning of the word. Figure 12.14, below, offers an example of how tone can change the meaning of an utterance in Chinese.
Figure 12.14: Function of Tone, Chinese
lí zi (rising tone or 2nd tone) means 'pear'
lǐ zi (fall rise tone or 3rd tone) means 'plum'
lì zi (falling tone or 4th tone) means 'chestnut'
This example was provided  by Ying Jin, teacher of Chinese.
A pitch-accent language is a language that has word accents—that is, where one syllable in a word or morpheme is more prominent than the others, but the accentuated syllable is indicated by a particular pitch rather than by stress. In pitch-accent languages the pitch changes the meaning of the word or morpheme.
Some examples of pitch-accent languages include Filipino, Japanese, Turkish, Serbo-Croatian, Norwegian, Swedish, and Yaqui.
Japanese is characterized as a pitch-accent language since the pronunciation of any word can be specified by marking just one syllable with an accent. In the examples shown in Figure 12.15, pitch distinguishes meaning.
Figure 12.15: Pitch as Meaning Maker—Japanese
[image: Macintosh HD:Users:alejandrohernandez718:Desktop:Fig 12.png]
Source: https://www.sljfaq.org/afaq/pitch-accent.html
Tone (lexical tone) is the use of pitch in language to distinguish lexical or grammatical meaning – that is, saying words with different "tones" changes the meaning of a word even if the pronunciation of the word is otherwise the same. The distinctive tone patterns of such a language are sometimes called tonemes by analogy with phoneme or morpheme.
Lexical tone in tone languages is usually attached to a single syllable. In Mandarin, for example, the tones combine with a syllable such as ma to produce different words. A minimal set based on ma, in pinyin transcription, is illustrated in Figure 12.16, below.
Figure 12.16: Tone as Meaning Maker, Mandarin
1. mā (媽/妈) 'mother'
2. má (麻/麻) 'hemp'
3. mǎ (馬/马) 'horse'
4. mà (罵/骂) 'scold'
5. ma (嗎/吗) (an interrogative particle)
Source: https://www.thoughtco.com/four-tones-of-mandarin-2279480
[bookmark: _Toc40790857]Classical Languages
Traditionally, the Classical languages (ancient Greek and Latin) are learned and taught for the purpose of reading and translation, as they are rarely used for communication in today’s world. That is why most Greek and Latin programs emphasize the aspects of the Interpretive mode of Communication. Some Latin and ancient Greek teachers teach the two languages for oral communication as if they were modern languages in order to facilitate the acquisition of the language, the culture, and subsequent Interpretive skills and culturally appropriate understanding of authentic materials.
The study of Classical Greek and Roman mythology, the Olympian gods, ancient history and geography are integral and highly regarded components of any Latin or Greek program, along with ancient art and architecture. Although in-depth readings on mythology, the epic, and history are conducted traditionally in English (especially for Novice learners), teachers of Classical languages support the interpretation with selections of simple (not simplified) authentic texts rich in language and culture, such as: manuscripts, epitaphs, graffiti, vases, mosaics, and so on.
For example, viewing the same graffito from a Roman villa, the Novice Latin-1 (Novice) students are able to identify the general theme of the text (love and life) while the Latin-3 (Intermediate) students are able to appreciate the play on words and the sophisticated usage of the subjunctive mood in order to curse those who impede love. [Quisquis amat valeat. Pereat qui nescit amare. Bis tanto pereat quisquis amare vetat.] [May he, who loves, prosper. May he, who doesn’t know how to love, perish. May he, who bans love, perish doubly.]
For more examples of teacher strategies and student activities in Latin, please see Chapters 6, 7, and 8 of this framework.
[bookmark: _Toc40790858]Morphology: Words and Meaning
Morphemes are sequences of sounds that form the smallest units of independent meaning in a language. Some words consist of single morphemes; for example, in English, some single-morpheme words are “book,” “bone,” or “dark.” These morphemes carry the content/meaning of the word and are called lexical morphemes. Many words consist of two or more morphemes, such as “book-s,” “de-bone,” or “dark-en” in English. “-s” “de-“ and “-en” are called grammatical morphemes since they play a greater part in the structure and grammatical usage of the words they form: “more than one book,” “separating from the bone,” and “making dark,” respectively. Although grammatical morphemes carry independent meaning, in communication, they cannot exist independent of other morphemes.
In ASL, nouns often share the sign with verbs typically associated with them (the noun “chair” and the verb “sit”), forming what is called noun-verb pairs. In ASL, the distributional aspect of verbs refers to the distribution of the action among all involved: a specific individual, a group, or parts of a group. The distributional properties of the verb are expressed through specific handshape, hand movement, head movement, and non-manual signals. ASL also recognizes the following temporal aspects of verbs: duration, repetition, duration over a long period of time, and repetition with more emphasis. While the former two are more objective characteristics of the action and are expressed by hand form and movement, the latter two comprise the signer’s personal opinion and are expressed through hand form and specific non-manual signals.
An affix is a bound morpheme, which means that it is exclusively attached to a free (lexical) morpheme for meaning. Affixes can be found in the beginning, middle, or end of a word. They have the ability to transform either the function (inflexional morpheme) or the meaning (derivational morpheme) of a word.
A prefix is a morpheme attached to the beginning of a word. Adding it to the beginning of one word changes it into a word with a different meaning or a different class (a derivational affix; for example, adjective to verb––see below). Figure 12.17 gives a few examples of prefixes.
Figure 12.17: Prefixes
	Language
	Prefix
	Meaning
	Example

	English
	un-
	opposite, lack of quality
	UNhappy = not happy

	Japanese
	お o-
	politeness, showing respect to the person or thing it is attached to
	おたんじょうび(o+tanjoobi) to refer to someone else’s birthday (for politeness)
たんじょうび(tanjoobi) to refer to own birthday or someone else’s (in informal / casual settings)

	German
	er-
	forming verbs from adjectives
	“erkälten” = kalt werden (to get cold)


An infix is a morpheme that occurs in the middle of a word. Standard English has no infixes, but they are found in Native American languages, Greek, Latin, Filipino, and elsewhere. Figure 12.18 provides some examples of infixes. Note: Infixes are rare in English, though they are sometimes used in technical terminology (see example in Figure 12.8) and in colloquialisms. One example of the infix –ma- appears in the colloquialism “edumacation.”
Figure 12.18: Infixes
	Language
	Infix
	Meaning
	Example

	English*
	-pe-
	Complete hydrogenation
	“pipecoline” “a liquid monoethyl derivative) from “picoline”

	Latin
	-ba-
	incomplete/habitual action in the past
	“monebant” (they were warning) from “moneo” (I warn) 

	Filipino
	-in-
	[blank]
	“sinuilat” (that which was written)
from
“suilat” (a writing)


A suffix is a morpheme placed at the end of a word. Suffixes may be inflectional, when they carry grammatical information, or derivational when they change the class of the word, as illustrated in Figure 12.19, below.
Figure 12.19: Suffixes
	Language
	Suffix
	Function
	Example

	English
	-ness
	Turns adjectives into nouns
	happiness

	French
	-x
	Makes a singular into a plural
	“De beaux jours” (beautiful days)


Figure 12.20, below, offers an example demonstrating the three affixes (prefix – infix – suffix) interacting with the root simultaneously in the Latin verb forms “transportabamus” (we were carrying/carried across) and “exportabit” (he/she/it will carry out), as well as in the Spanish verb form “reescribiremos” (we will rewrite).
Figure 12.20: Prefix – Infix – Suffix Working Together, Latin and Spanish
	Prefix
	Root
	Infix
	Suffix

	trans-
across
	-porta-
carry
	-ba-
past tense
	-mus
1st person Pl., we

	ex-
out of
	-porta-
carry
	-bi-
future tense
	-t
3rd person Sg., he/she/it



	Prefix
	Root
	Infix
	Suffix

	re-
again
	-escribi-
write
	-re-
future tense
	-mos
1st person, Pl., we


Morphemes, words, phrases, and clauses operate quite differently across languages. Since inflection for gender is limited in English, native English speakers may experience challenges in learning languages like German, French, Arabic, and Russian, which denote gender by inflectional or derivational changes. The definite article the in English does not change its form even for number, case, or gender; as a result, a language, such as German, with a definite article which changes its form may be another source of challenges for English-speaking students.
Speakers of English are used to expressing location by prepositions such as in, on, and between – and will experience challenges when learning languages which indicate location by noun endings (grammatical morphemes) in Hungarian, Russian and German or others, such as Korean, which often incorporate location into the structure of the verb. English speakers, used to the grammatical morphemes “-s” to form the plural of nouns and “-ed/-d” to form past tense of verbs, may be challenged by the way Chinese expresses those features. Typically, the plural of nouns is indicated by a separate word, such as “several” and past actions are indicated by the word “already”. However, these words may be omitted if the meanings are obvious in context.
A compound word is a word that consists of more than one stem part. The meaning of the compound may be similar to the meaning of its components. One for example is the term “can opener”. Other compound words carry a meaning that is completely different from the meaning of its components in isolation. For example, in English, the compound “firefly” has a completely different meaning from its components “fire” and “fly.”
German is open to compound words of unlimited number of components that are always written together. As a result, some words in German, due to their length, are called “tapeworm words”. One example is the word "Rechtsschutzversicherungsgesellschaften," which means “defense insurance companies”.
Cognates are sets of corresponding words which refer to the same thing or almost the same thing, and in many cases look and/or sound alike, as English man and German Mann.
Genetically related languages, for example Slavic (Bulgarian, Czech, Polish, Russian, Serbian, among many) and Germanic (Danish, English, German, Norwegian, and others) which share the same original source (Proto-Slavic and Proto-Germanic, respectively) also share a vast variety of words. Because English is a Germanic language, English-speaking students typically find vocabularies of those languages easier to learn than those of other language groups.
Two languages may resemble each other not only because they have a common origin, but also because they borrow words. Words of Chinese origin, for example, have been present in Korean and Japanese for centuries. That explains why heritage or native speakers of Korean, compared to native English speakers, may have an advantage in a class of Chinese or Japanese. Through Norman French, English borrowed an immense number of Latin words. And Arabic words are widely present in Persian and Turkish.
The WL Standards point out that students learn not just the meaning, formation, and pronunciation of words in the target language. They also learn how to use them in order to communicate with others. Snapshot 12.4 provides an example of how students can acquire a variety of suffixes (as noun and adjective endings) expressing perception of space. In Russian, nouns and adjectives use different endings when they act as the destination, the location, or the separation of the action.
Snapshot 12.4: Expression of Space: Destination-Location-Separation, Russian
In a Russian, Novice-Mid, class, most of the students are non-native/non-heritage speakers, yet for some Russian is the third language to learn – since they are native/heritage speakers of Spanish, Korean, Bulgarian, and Filipino.
In the first quarter of the school year, Ms. Batalova has engaged her students in a thematic unit on Russian geography: major cities and significant museums in each. One of the unit’s objectives is for the students to be able to recognize how noun endings in Russian change depending on space designation.
The students explore the map of Russia and locate the capital, Moscow. In their notebook, the students draw the outlines of the city. Then, above an arrow directed toward the city, the students draw a car and an airplane to indicate movement. Below the arrow they write „Я еду в Москву.“(I am traveling to Moscow.)
Next, inside the city outlines, the students draw themselves exploring three famous sights and write: „Я гуляю в Москве.“ (I am sightseeing in Moscow.)
Then last, above an arrow pointing away from the city the students draw a car and an airplane to show movement. Below the arrow they write „Я уезжаю из Москвы.“ (I am departing from Moscow.)
By drawing this visual representation, the students recognize that:
· in addition to the prepositions “в” (in), “в” (to), and “из” (from) the ending of the city’s name “Москвa” changes depending on its job in the narrative: destination “-y”, location “-e”, separation “-ы”
· the preposition for destination and location is the same “в” – and its meaning “to/toward” or “in” depends on the context and the meaning of the verb (“travel” and “sightsee”).
Ms. Batalova follows this lesson with an extension activity involving other nouns in the feminine, similar to Moscow (Odessa, Samara, Vologda), and in the masculine (Sankt Petersburg, Krasnodar, Vladivostok, and Kazan, to name a few).
[bookmark: _Hlk40863000]The Florida Center for Reading Research (http://www.fcrr.org/curriculum/PDF/G4-5/45VPartTwo.pdf)
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[bookmark: _Toc40790859]Case as a Bridge to Syntax
Case marks the relationships among the principal parts of the sentence, such as noun phrases and verb phrases. For example, in Latin the subject of a sentence is in the nominative case; the direct object as well as the destination of the action are in the accusative case. Different endings of the nouns, pronouns or articles, as in German, indicate the case of the main word in the noun phrase. In English, remnants of case are present in pronouns, as illustrated in Figure 12.21. When the pronoun acts as the subject of the sentence, it is used in the Nominative case, for example, “They have prepared an informative presentation.” When the pronoun is used as the object of the action, it must be used in the Objective case, “Everyone applauded them for the excellent presentation.”
Figure 12.21: Cases of Pronouns in English
	Nominative case
	Objective case

	I, he, she, we, they
	me, him, her, us, them


[bookmark: _Toc40790860]Syntax: Grammar and Meaning
The WL Standards emphasize that authentic materials are the main vehicle of culturally appropriate and authentic language. Prompted by the standards, language teachers carefully select authentic texts, rich in language, culture, and content to provide materials for learning. Teachers focus students’ attention on vocabulary and language structures found in the text. More discussion of how to select authentic audio, video, and print texts can be found in Chapters 5 and 6 of this framework.
Teachers employ several instructional approaches as they guide students to acquire language structures:
· implicit – when language learners figure 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
· combination of the two – when the teacher uses authentic materials to guide the students to discover specific grammatical forms and patterns
· “pop up grammar” – grammar that is addressed as needed, as it pops up during instruction
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 making content accessible in new and different ways. Student-centered and student-driven strategies for discovery of grammar in service of communication may include the following:
· The PACE Model (See Chapter 6: Teaching the Communication Standards for a detailed description)
· Teaching structures through Total Physical Response (TPR)
For example, through a game similar to “Simon says,” students learn the special forms of plural for eye: eyes, ear: ears, hand: hands and others.
· Teaching structures through situations
For example, in a class of Arabic or Hebrew, students learn structures for the imperative mood and/or the future tense through food recipes. Students watch a cooking show that prepares a recipe describing the process using the command form of verbs. Students work with teacher to isolate the command*/future forms and discuss the grammar rules that they follow. [*Some languages use the future tense in recipes.]
The WL Standards emphasize that the learning of grammar/language structures needs to facilitate communication within the context of the theme. Authentic texts provide content, vocabulary, and culture coupled with authentic usage of grammar in context. For example, short poems or advertisements employing the subjunctive mood may be used within the Novice range of proficiency for their content and some vocabulary. Later, the same authentic materials (poems or advertisements) become a familiar starting point for grammar exploration within the Intermediate range of proficiency. In short, 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.”
Syntax is the branch of linguistics that deals with the word order of phrases and sentences. Linguists generally agree that all languages use subjects (S), objects (O), verbs (V) in their sentences. The relative position of these word classes differs. Of all six possible combinations, the following three occur: VSO, SVO, and SOV.
Group I (VSO): 	Arabic, Celtic, and Polynesian languages
Group II (SVO): 	Romance languages, English, Russian, Chinese, German, Albanian, Greek, Khmer, Vietnamese, Malay, Dutch, Icelandic, Slavonic, Norwegian, Swedish, Danish, Finnish, Estonian, Serbian, and all Thai languages except Khamti
Group III (SOV): Japanese, Korean, Turkish, Burmese, Hindi, Navaho, Tibetan, and most Australian languages
The challenges of learning new vocabulary and pronunciation are compounded when sentence structure is also changed. As far as word order is concerned, English-speaking students need a shorter amount of time acquiring the sentence structure of such languages as French, Italian, Russian, or Chinese, which are members of the same Group II (SVO) as English. The sentence structure of Group I (VSO) or Group Ill (SOV) languages will require a longer period of time for English speakers. The ordering of subjects, objects and verbs have implications for other elements of syntax. For example, SOV languages have a strong tendency to have postpositions rather than prepositions, to place auxiliary verbs after the main verb, to place names before titles, to have subordinators appear at the end of a subordinate clause among other features. For further information on English speakers and time needed to acquire various target languages, see Chapter 3 of this framework.
Teachers of world languages have several options for teaching word order. One approach is to use sentence frames. For example, in a Novice-Mid Latin class, in a unit on school life, students learn how to talk about their favorite school subjects and school-related activities. In English, the person who enjoys an item is in the subject form of the pronoun (“I”) in “I like …” In contrast to English, in Latin (and Spanish) the object of enjoyment acts as the subject and the person enjoying it acts as the receiver of the enjoyment, as if saying “XYZ is pleasing for me.” Latin uses the receiver in the dative case while Spanish uses the objective form of the pronoun. Both sentence frames shown in Figure 12.22 use the school discipline and the infinitive of the preferred activity as the subject. The person who prefers them is in the dative case (as the receiver of the pleasure). English-speaking students may find that they need to learn a completely different way of expressing likes and dislikes in Latin, Spanish, and other Romance languages. In order to support the acquisition of the structure, the teacher may introduce the phrases in a series of comprehensible input activities and later guide the students in the discovery of the language structures behind the meaning.

Figure 12.22: Sentence Frames for Syntax Structures, Latin
	… placet …	… placet …
(Dative)	placet	(school discipline) 	(Dative)	placet	(infinitive)
Mihi	mathematica 	Mihi	legere
Tibi	historia 	Tibi	studere
Sentence Mazes
Then for practice and production, the students engage in drawing a line to show what word order they would use, as shown in the example (in English) below:
[image: ]
Just as ASL word formation is different from English morphology, the two languages differ in syntax patterns as well. The sign order in ASL sentences is different from the word order in Standard English. Native and heritage users of ASL typically follow a structure that first declares the topic of the statement and then continues with the subject - verb combination, accompanied by appropriate hand and body positioning as well as specific non-manual signals. For example, while signing declarative sentences, ASL signers maintain a neutral positioning of the head and relatively neutral non-manual signals. Yet, questions (interrogative sentences) are accompanied by specific non-manual signals (raised eye brows) and hand movement indicating the type of question used.
[bookmark: _Toc40790861]Writing Systems
Often, in world languages classrooms the emphasis weighs more heavily on Interpretive, Interpersonal, and Presentational modes through activities for listening, listening-and-speaking, listening-and-viewing, and speaking and signing, respectively. Yet so much of communication in the real world happens in writing, through the use of various writing systems. A writing system records graphically the information of verbal communication. Earlier in this chapter there was a discussion about how pronunciation involves both lower-level skills and higher-order structures. Similarly, writing varies from physical skills involving forming of letters (or graphic symbols), to higher-level skills such as spelling The highest level of written discourse skills involve the writing of culturally-authentic coherent and cohesive multi-paragraph texts.
Writing systems are divided into two large groups: based on meaning and based on sounds. The Chinese character-based system of writing is based on meaning since it links a written sign to a meaning. For example, the character 人 means a person, while the sign 象 means an elephant; it is not necessary to know how 人 is pronounced in order to read it.
The other type of writing system links the written sign to its spoken form rather than its meaning. If readers know, at least to a degree, the sound-based writing system of another language, they may “sound-out” words and phrases in that language without even knowing what they say. For example, a speaker of English may attempt, with varying success, to sound out words written in Turkish, since Turkish uses the Roman alphabet with some modifications. However, this attempt may bring comprehension of the text only when the reader has studied Turkish language and culture. 
English, like most European languages uses an alphabetical writing system within which an alphabet is a standard set of letters (basic written symbols or graphemes) that represent the phonemes, distinct clusters of phones “sounds” that distinguish one word from another. Representations of sounds in a variety of dialects vary in significant ways, but share enough in common to be represented by the same phoneme and grapheme in writing. Common examples are the Greek (Αα, Ββ, Γγ, Δδ), the Roman (Aa, Bb, Cc, Dd, Ee), and the Cyrillic (Аа, Бб, Вв, Гг, Дд) alphabets.
Arabic, on the other hand uses the Arabic script (sometimes called abjad system), as the formal writing system for all Arabic-speaking countries. It primarily uses designated graphic symbols for 28 consonants and only secondarily (but not necessarily) those graphemes for vowels. Figure 12.23 illustrates the Arabic writing system.

Figure 12.23: Arabic Writing System
[image: ]
Source: Stanford University. Arabic at Stanford (https://web.stanford.edu/dept/lc/arabic/alphabet/)
Another writing system is the syllabary. A syllabary is a set of written symbols that represent the syllables which make up the word. A symbol in a syllabary, called a syllabogram, typically represents an (optional) Consonantal sound (C) followed by a Vowel sound (V) —that is, a CV or V syllable. Languages that use syllabary are Cherokee, and Japanese. Some languages, like Hindi, combine elements of an alphabet and a syllabary.
Figure 12.24 offers a chart depicting Cherokee syllabary.
Figure 12.24: Cherokee Syllabary
 [image: ]
Source: Cherokees of California
Research indicates that a balanced approach using whole language (creating a language-rich environment by labeling classroom objects) and phonics offers a successful way to learn to read and write in languages of alphabetic and syllabary writing systems. The California Department of Education described the balanced approach as "one which combines the language and literature-rich activities associated with whole language with explicit teaching of the skills needed to decode words-for all children." (Stoicheva, 1999)
Chinese, on the other hand, uses a logographic system of characters that represent a whole word or phrase. Through Han characters Japanese and Korean share some Chinese characters.
“The modern writing systems are also diverse, although many systems were originally influenced by or based on the Chinese script. The modern Japanese writing system is based on Chinese characters, although Japanese has two further kana-based writing systems to represent aspects of grammar and to allow foreign or ‘loan’ words into the Japanese language. Korean was originally written in the Hanja writing system, based on Chinese characters, but was replaced by the unique Hangul system, widely adopted from the 20th century. While the two systems are rarely mixed now and Hangul is the predominant writing system, Hanja are still used in names and for efficiency in newspapers. Students learn Hangul at primary school and can then chose to learn the 1,800 Hanja at secondary school. An understanding of Hanja is needed to comprehend Korean classics and to enter graduate school” (Yvette Slaughter, 2007).
The direction that writing takes on the page is also important. Some writing systems use columns – for instance, traditional Chinese and Japanese writing. Figure 12.25, below, marks the reading directions for Japanese.
Figure 12.25: Reading Direction for Columns, Japanese
[image: ]
Source: An Introduction to Writing Systems
Other writing systems use lines, say Armenian, French, Greek, Hebrew, and Persian. Within those writing systems that use lines, there is a choice between the right-to-left direction found in Arabic and Hebrew, and the left-to-right direction found in Armenian, Roman, Cyrillic scripts, as illustrated in Figure 12.26.
Figure 12.26: Reading Direction for Lines, Armenian and Hebrew
[image: Related image]			[image: Related image]
One of the features to make students aware of when teaching a target language that uses a writing system different from English is the direction the writing of the target language follows. For example, rows of text in Arabic are read right to left and for Japanese, the text is read downward and right to left. Some languages use intricate letters (Armenian) and character shapes (Chinese) whose sound value or whole meaning may be a challenge for speakers of English. In addition, it may be challenging to discern the composition and etymology of any particular character or the usage of punctuation marks and other typographic features, such as diacritical marks.
Some languages use the same alphabet as English—the Roman alphabet—while others do not. Languages such as Turkish, French, Italian, and Spanish use the Roman alphabet with minor language-specific variations. However, languages that use script may require more time for speakers of English to acquire since these script differ significantly from the Roman alphabet used in the English language. Examples of script include Cyrillic in Russian, Abjad in Arabic, Alefbet in Hebrew, Hiragana and Katakana and Chinese characters in Japanese, Hangul and Chinese characters in Korean or in Chinese.
In the case of the Hebrew language, it has two sets of alphabets that coexist., The ‘block’ alphabet (square script) is used mainly for reading (printed books, poems, newspapers, signs, contracts, and articles, to name a few), while the ‘cursive’ alphabet is used when writing by hand and is based on rounded letters. Hebrew, unlike English and European languages, does not have capital letters. Thus, the same form of a letter is used whether or not it is the first letter of a word or the first letter of a proper name. However, five Hebrew letters do have a ‘final’ form that is a special form which is used if the letter is the final letter in a word. Letters in Arabic script have multiple forms, base, initial, medial, and final depending on whether the letter attaches with the letter that precedes or follows.
For example:
שלום - shalom
[bookmark: _GoBack]משפחה - mishpacha
לומד  - lomed
The Hebrew alphabet consists of letters for consonants and no separate letters for vowels while some letters function as both consonants and vowels. Vowels are graphically represented by diacritic marks written under, above, or inside the consonants to represent the specific vowel sounds. Vowels are used in teaching materials, in the Bible, and in poetry.
Figure 12.27 is a chart illustrating Hebrew vowels.
Figure 12.27: Hebrew Vowels
[image: ]
Source: Modern Hebrew Vowels. Quora.com https://images.app.goo.gl/aAyTvHAdKr6WeDoT8
Native English speaking learners of Arabic and Hebrew may find it challenging to discern which vowels are included in the word. The following example from English is illustrative. In a consonant combination of F-R-M, the variants can be: farm, firm, form, forum, frame, and from. Readers must infer the vowels in the word from context. Therefore, teaching writing effectively can only happen within the context of the thematic unit, with the help of visuals, along with pronunciation so that word meaning, sound making, and symbol writing can be acquired simultaneously.
The Ministry of Education in Japan has selected 1,850 Chinese characters (Kanji) for daily use, and recommends the use of Chinese characters be limited to this range, if possible. Nelson's Japanese-English Character Dictionary contains 5,000 characters, with more than 10,000 current readings and almost 70,000 compounds in current use. Koreans use Hangul (the original writing system of Korea) and Chinese characters (Hanja) in their language, and have tried to limit the use of Chinese characters to about 1,300 for normal use. Students of Chinese generally feel comfortable reading articles in Taiwan newspapers if they can recognize about 1,500 characters. This indicates that students of Korean, Japanese, and Chinese may feel confident about reading if they learned about 2,000 characters. Through contextualized activities, learners of Chinese, Japanese, and Korean learn the sequence of strokes needed to write the words, how to sound out the words, and to tell their meaning.
[bookmark: _Toc40790862]Dialect: Variations in Language by Region or Social Context
A dialect is the variety of a language used by the people of a specific region or social class. Dialects vary in the pronunciation, vocabulary, grammar and spelling used by a particular group of people as the dialect they use distinguishes them from other people around them.
Linguistically speaking, dialects are varieties of languages that are mutually intelligible—meaning that the speakers of one dialect of the language can understand speakers of another dialect without the need to fully “learn” the other dialect. In some cases, the dialects are so distinct, that mutual intelligibility is minimal. Yet, they are not considered to be different languages because they are varieties of a common standard language. For example, some dialects of Arabic are less than mutually comprehensible, such as Egyptian Arabic, Syrian Arabic, and Yemeni Arabic, but they are united by the Standard Modern Arabic in which the speakers of all these dialects create official documents, write literature, or develop scientific research. Some languages are mutually intelligible, but for political reasons, they are considered separate languages rather than dialects, as is the case of Danish and Norwegian. In China, Mandarin, Cantonese, and other languages are not mutually intelligible. Yet again, for political reasons, Mandarin is called Chinese while the other languages of China are classified as dialects.
Socio-political, historical, and religious factors often influence language boundaries. In some languages, the speakers of the dialects mutually understand one another without the need to learn the other variety. Such examples of regional or politically determined dialects are British English, Standard American English, African American Vernacular English (AAVE), and other dialects of English; or Mexican Spanish, Cuban Spanish, and Peninsular Spanish, among others. Historically, some dialects have been treated – for social, political, or cultural reasons, as of “lesser” or “greater” importance when compared to other dialects. One unfortunate result has been the marginalization that impact the status of some dialects and languages. The WL Standards urge -languages teachers to recognize the importance of linguistic diversity and to value the cultural and linguistic background their students bring into the classroom. Furthermore, through example, language teachers guide their students to cultivate the same kind of attitude of respect and openness to linguistic and cultural variety. Snapshot 12.5 is a suggested example of how to validate and acquire language variations in a class of Spanish.
Snapshot 12.5: Language Diversity, Spanish
In Ms. Orellana’s Spanish for Heritage Speakers class, her Intermediate-Mid to Intermediate-High, students are heritage speakers of the Spanish language – yet they speak regional and social dialects from throughout the Spanish-speaking world: Argentina, Bolivia, Colombia, Honduras, Peru, and Mexico, among others. The students’ receptive and productive skills are stronger in colloquial Spanish, their reading is Intermediate-High, their writing skills – Intermediate-Mid.
It is the beginning of the school year and Ms. Orellana lays the foundations of a year full of exploration of the students’ identities, the building of self-esteem, and sense of community. Ms. Orellana is fully aware that even simple words in daily usage differ from country to country. For example, the word coche is the word most often used in Spain to refer to a car. However, in Chile the most commonly used term is auto, and coche is used to refer to baby strollers. In central Mexico a car is usually called a coche, and in northern Mexico the word used most often is carro. Catching these differences and celebrating them from the very beginning of the school year establishes a climate of acceptance and mutual understanding.
In this first thematic unit, the students have watched videos reflecting the cultural and linguistic diversity of the Spanish-speaking countries and communities around the globe. The teacher has instructed them to interview the elders in their family, in person or by telephone. The students focus on words for family relations, words for neighborhoods and housing.
At school, in small groups and as a whole class, on large pieces of butcher paper, the students create word banks reflecting the linguistic diversity of their roots.
Furthermore, Ms. Orellana ensures that, while teaching Standard Latin American Spanish, she values and recognizes the linguistic variety which students bring to school. Ms. Orellana helps her students recognize what forms they use and what aspects of language usage they reflect. Together, the class creates a wall chart a part of which is shown below.
	Variants
	Explanation
	Standard Variety

	Vos podés
	Informal morphology and register used by 40% of Spanish Speakers
	Tu puedes

	¿Qué tú quieres?
	Anteposition of the pronoun in some dialects
	¿Qué quieres tú?

	Yo no sabo
	Regularization of grammatical forms
	Yo no sé

	nadien
	Archaism
	nadie

	fuistes
	Hypercorrection
	fuiste

	rompido
	Regularization of grammatical forms
	roto

	rayar
	Informal 
	escribir


[bookmark: _gjdgxs]World Languages Standards
WL.CM1.I, WL.CM3.I, WL.CM5.I, WL.CM6.I, WL.CM7.I WL.CL2.I, WL.CN1.I
Mandarin Chinese and Cantonese Chinese are distinguished as dialects although the differences between the two render them mutually unintelligible languages. Mandarin has four tones, while Cantonese has six to nine different tones based on the internal variety of its own varieties, requiring more time to acquire Cantonese. The two are formally called dialects as they are spoken in the same country of China which uses a universal writing system. In contrast, Serbian and Croatian are formally classified as two different languages, although they are two mutually intelligible dialects of Serbo-Croatian, the official language of the former Federal Republic of Yugoslavia. The usage of two different alphabets constitutes a formal difference between the two. Similarly, Macedonian is mutually intelligible with Bulgarian, yet is classified as a separate language, official in another member of former Yugoslavia.
When groups of people speaking different languages come together and intermix, a common improvised second language, a pidgin, occasionally develops. It allows speakers of two or more non-intelligible native languages to communicate with each other. Subsequently, such a language can replace the settlers’ original language and become the first language of their descendants. Such languages are called creoles. Since most creole languages developed in the colonies they are typically based on English, French, Portuguese, and Spanish, the languages of the colonizing superpowers of the time. English-based creole is spoken in the Bahamas, Jamaica, Hawaii, among others. French-based creole can be heard in Tahiti, Louisiana, and the Seychelles. Spanish- and Portuguese-based creoles are spoken in limited areas such as the Philippines and the Cape Verde islands, respectively.
The WL Standards prompt language teachers to celebrate the diverse ways students speak the target language, particularly native and heritage speakers, and the richness that diversity brings to the classroom. In service of social justice, teachers welcome and embrace the linguistic and cultural diversity of such groups of students and capitalize on the teachable moments that may arise. Validating students by incorporating the linguistic and cultural assets they bring to the classroom is a best practice in sustaining pedagogy (Paris, 2012). This is pedagogy that “seeks to perpetuate and foster—to sustain—linguistic, literate, and cultural pluralism as part of the democratic project of schooling.” Culturally responsive teaching (Hammond, 2015) practices recognize the students for who they are and value the cultural and linguistic capital they bring to the classroom. Teachers who practice culturally responsive teaching use the strategies and learning approaches of their students’ cultural traditions to scaffold and facilitate learning. Honoring the students and supporting their confidence in their world language studies helps to prepare them for the world beyond the classroom.
Teachers use strategically selected authentic materials from different regions where the target language is spoken in order to highlight the diversity of vocabulary, forms, and uses of the language. In video clips, native speakers from such diverse places illustrate the phonetic varieties. Heritage and native speaker students may interact with their elders in order to experience the diversity and bring it into the classroom to share. Non-native speakers benefit from a similar approach since it prepares them for real-world interaction with native speakers.
[bookmark: _Toc40790863]Register: Variations in Language by Audience
Register is the way a speaker uses language differently in different circumstances. This includes the words speakers choose, their tone of voice, even their body language. For example, speakers behave and speak differently while chatting with a friend from how they do so at formal dinner parties or during job interviews. These variations in formality, also called stylistic variations, are known as registers in linguistics. They are determined by such factors as social occasion, context, purpose, and audience.
Registers can be static, formal, consultative, casual, or intimate. The language of static register is solidified with time and is often memorized and repeated. For example, the register in sacred texts or the Pledge of Allegiance are static. Formal register uses academic or technical vocabulary, the full forms of words, and complete sentences. The register used in academic, diplomatic, and highly professional settings is formal. The consultative register is sometimes considered to be a variant of formal register, since it is used when consulting a specialist—such as a therapist or an attorney. Using consultative language includes addressing the specialist by their degree or other title. Casual is the register used among friends in informal situations. Casual language is full of colloquialisms, contracted forms of words, brief utterings, and slang. Intimate register is the register of people who are in close, often intimate, relationship and is highly inappropriate in formal, professional settings.
In languages like Japanese, Korean, and Turkish, the speakers’ gender, age, degree of intimacy, and social position play a great part in the choice of register in a particular situation. In Japanese, the levels of politeness of speech and the expressions used to convey politeness, for instance, are quite complex; they involve both morphological and syntactical changes that take time to master.
The stylistics of courtesy vary considerably from language to language; equivalent expression may be a matter of vocabulary in one language and of grammar in another. For example, the choice of a pronoun may show the difference between the plain style of addressing a close friend and the polite style of addressing an elder or someone of importance. In Chinese this is expressed by ni and nin, in French by tu and vous, in Spanish by tú and usted, in Russian by ты and Вы, and in German by du and Sie – all of which are a matter of vocabulary choices for the informal “you” and the respectful (or honorific) “you.”
In Vietnamese, expressing politeness is a major cultural perspective and practice as well as a key element of communication. Politeness is expressed through respectful attitudes depending on who the participants in the conversation are, and how close their relationship is. The factors that are taken into consideration are age, social positions, and the social context of the interaction. To be polite when speaking, Vietnamese speakers can use appropriate particles like “dạ, ạ” at the beginning of a sentence. Similarly, Vietnamese speakers can use other terms that signal that the speaker is addressing a person of the same, higher, or lower social status or age.
In Arabic cultures, the concepts of humility, dignity, and politeness are deeply intertwined. Therefore, when asking for a favor, a person may choose to express humility by saying: mumkin law samaht itsallifni flws (would you please lend me some money?). The dignified manner would be: sallifni flws (lend me some money!) while the polite and most appropriate way would sound: billahi alik itsallifni flws (I swear you to God to lend me some money.). Often, the polite ways of asking involve the mention of God.
In Japanese, there are multiple levels of politeness. Such elements of language seem to be among the most elusive; yet, they are integral and need to be addressed in small increments, through authentic materials as models of both language and behavior. In addition, they need to be practiced and used independently in various situations.
[bookmark: _Toc40790864]Cultural Considerations Affecting Register
Register is highly influenced by cultural perspectives and is a linguistic representation of a cultural practice. It varies within the target cultures depending on the
· Situation––formal, informal, professional, academic
For example, when interacting with friends at a coffee shop, French speakers’ register is different from that used at a job interview.
· Audience––level of familiarity, age, gender, level of education, socio-economic status, profession
For instance, when addressing an older unfamiliar person, speakers of Arabic use a different register from the one used with individuals of similar age.
· Purpose––to socialize, to inform, to convince, to express emotions
For example, when expressing frustration Italian speakers’ register is different from the register used to present the results of research.
[bookmark: _Toc40790865]Academic Language
Language and literacy professor Jim Cummins at the University of Toronto identifies two kinds of language proficiency (1979). He identifies the Basic Interpersonal Communication Skills (BICS) as the “surface” skills of listening and speaking, typically acquired early in the second language acquisition process. This language is used in social situations, whether on the playground, asking directions, or chatting at a party. He then identifies Cognitive Academic Language Proficiency (CALP) as the second type of proficiency, which involves the language needed for academics and specialized fields. Cummins suggests that many children may develop native speaker fluency in BICS within two years of immersion in the target language and culture. The degree to which a language learner is immersed in the target language and culture contributes to the time it takes for the language learner to develop BICS. The benefits of fuller immersion is a strong reason for world languages classes to use authentic materials and implement the principle of 90% target language use for both teacher and students. The development of CALP, also through immersion, takes between five to seven years for a student to be working on a comparable academic level with native speakers.
[bookmark: _Toc40790866]Perlocution: Variations in Language by Purpose
Defined as the ability to produce an effect upon the listener, as in persuading, frightening, amusing, or causing the listener to act, perlocution is how speakers achieve the purpose of their effort to communicate.
For example, when communicating sarcasm in ASL, exaggerated non-manual signals is the main indicator. In addition, signs in a sarcastic remark are exaggerated in scope and may be held a little longer, just as an English speaker might slow down speech and draw out words that are sarcastically spoken.
In ASL, signing includes gesture, non-manual signals, and positioning of the signer’s body in space. Non-manual signals of ASL signers tends to be highly expressive for that reason; their expressions convey important linguistic information such as the tone, the nature and the communicative intent or purpose of a given remark.
[bookmark: _Toc40790867]Pragmatics: The Practical Side of Language
Pragmatics outlines the study of language meaning within the context of participants’ interaction among themselves and the circumstances under which the communication occurs. Without the function of pragmatics there will be very little understanding of speakers’ intentions and meaning.
For example, on a hot summer day, Ms. Mila’s students ask her, “Can you open the windows?” The literal meaning of the question: Are you physically able, do you have able feet and hands, to open the window? would solicit a literal response: Yes or No. However, Ms. Mila’s response is completely non-verbal as she walks up to the window and opens it. Ms. Mila has correctly interpreted the pragmatic meaning of the question and has recognized it as a request to open the window: Please open the window.
World languages teachers recognize that students need to understand the pragmatics of the target language in order to be able to build social relationships with bearers of the target culture in the target language. Therefore, world languages teachers provide their students with frequent access to video and audio materials that support the development of this significant feature of communication. To demonstrate understanding of pragmatics, students may draw pictures of the literal meaning of phrases and compare them with pictures of their figurative meaning within context.
[bookmark: _Toc40790868]Cultural Diversity: Cultural Variation in Language Use
How language and culture intersect
The relationship between language and culture is deeply rooted. Language is used to maintain and convey culture and cultural ties. In its own right, culture influences language. Learning a new language involves the learning of a new culture (Allwright & Bailey 1991). Consequently, teachers of a language are also teachers of culture (Byram 1989).
The learning of a new language not only involves learning its alphabet, vocabulary, and rules of grammar, but also learning about the specific society's customs and behavior. When learning or teaching a language, it is important to reference the cultures within which the language is used, because language is very much ingrained in those cultures.
To comprehend, students need to focus on the cultural signs and symbols to make sense of the message.
ALL language teachers ensure that students are exposed to target language variety and are careful not to emphasize a “prestige dialect” or “correctness” and “value” of one over another.
[bookmark: _Hlk31195799]As they implement the WL Standards, language teachers prepare their students to interact with people from the target cultures. As they become increasingly culturally literate, students are able to interact respectfully and appropriately with individuals from a wide range of cultural backgrounds. By using authentic materials and engaging students in culturally authentic situations, teachers of world languages teach the target language through the target cultures and enable their students to understand and accept people from other cultures as individuals with respect and understanding of their values and behaviors. World languages teachers play an important role in guiding their students to recognize such interactions as a constructive and enriching experience.
The history, the social and political events within a group sharing a language determine certain expressions in the language which in turn reveal the cultural perceptions of the speakers.
For example, In Chinese, one popular way to greet a person is to say "吃了吗？"（chī le ma?) This loosely translates into English as “Have you eaten?” or “Are you full?” This greeting was developed in ancient Chinese culture as there was a long history of famine. It was culturally significant to ask someone upon meeting if he or she had eaten. This showed care and consideration for those around you. Even now, when people are more affluent, this manner of greeting remains and it may offer a teachable moment of both language, history and culture.
The diversity of Spanish-speaking cultures as reflected in language use.
The Spanish-speaking world is very diverse. Spanish is the language of 19 separate countries and Puerto Rico.
Castilian Spanish – the Spanish of Madrid and of northern Spain, called Castilian, developed characteristics that never reached the Americas. These include the pronunciation of "ci" and "ce" as "th." In Madrid, "gracias" (thank you) becomes "gratheas" (as opposed to "gras-see-as" in Latin America.)
Another difference is the use of the word "vosotros" (you all, or you guys) as the informal form of "ustedes."
Latin American Spanish – While each country may have its own accents and some unique vocabulary, residents of countries such as Mexico, Colombia, Peru, and Bolivia speak Latin American Spanish, which is understandable to Spanish speakers throughout the Americas. One example that illustrates the variety that exists is the Spanish spoken in Argentina. It developed in and around Buenos Aires and in parts of Uruguay. It is characterized by the use of vos instead of tú to address individuals informally, and a vocabulary and pronunciation heavily influenced by Italians who settled in the area in the nineteenth and early twentieth centuries.
Spanish of the Caribbean – The settlers and traders of southern Spain took their dialect with them to the Caribbean and other coastal areas. The Spanish of the Caribbean is characterized by its relative informality, its rapid pace, and aspiration and deletion of “s” in syllable final position, the deletion of “d” between vowels, and the lack of distinction between the liquids “l” and “r.”
Teachers of Spanish play an important role in expanding their students’ appreciation for the broad diversity of the language they teach. To prepare their students to interact with Spanish-speaking people in the state of California and around the world, teachers of Spanish make efforts to expose students to a range of Spanish accents and cultures.
[bookmark: _Toc40790869]Deaf Culture and ASL
[bookmark: _Toc40790870]ASL as an Identification and Unification of Deaf People
Learning ASL is also learning not only about the culture of Deaf people, but also honoring it, experiencing it, and functioning in it. American Deaf culture is centered on the use of ASL as an identification and unification of Deaf people. Dr. Barbara Kannapel, a Deaf sociologist, developed a definition of the American Deaf culture that includes a set of learned behaviors of a group of people who are deaf and who have their own language (ASL), values, rules, and traditions. The values, behaviors, and traditions of Deaf culture include promoting of an environment that supports vision as the primary sense of communication for learning, interaction, and personal growth at school, at home, and in the community. Deaf culture supports ASL and English bilingualism as it promotes academic and social personal literacy, growth, and advancement. Part of Deaf culture are also the rules for turn-taking in signed conversations, for establishing and maintaining of eye contact, or for signaling the end of one’s contribution in a signed dialogue.
Deaf people can do anything. They are involved in sports and the performing and visual arts, such as film, fine arts and crafts, literature, and athletics. 
These are some notable resources within the Deaf community: National Association of the Deaf, Deaf Performing Arts Network, History Through Deaf Eyes, National Theatre of the Deaf. Furthermore, they are specific for the Deaf culture music and dance groups.
[bookmark: _Toc40790871]Development of Standard English as a Second Language for Deaf Learners
Effective ASL programs recognize that ASL is a visual language and that native signers of ASL use Standard English for reading and writing purposes as their L2. Therefore, an important goal of ASL programs is the development of the Deaf students’ language competency in both ASL and Standard English. Research reveals “a positive relationship between ASL competency and English skills and supports the theory that competency in ASL may serve as a bridge to the acquisition of English print” (Feel et al. 2011). Most importantly, research supports the critical period hypothesis (CPH) for first language acquisition and its later impact on other cognitive and academic skills (ibidem).
When ASL is taught within the structure of specially designed schools for the Deaf, it serves the needs of all students in all subject areas: mathematics, science, history, the arts, and athletics. In specialized schools for the Deaf, teachers design lessons and use best practices that support ASL, English, and subject-specific literacies. Both curricula and instruction are modified in ways that address the goals of California subject-specific standards (ELA, math, and others) and California WL Standards, while serving the needs of Deaf and hard of hearing students. Snapshot 12.6, below, offers an example of how to develop Deaf learners’ skills in Standard English as a Second Language.
Snapshot 12.6: Developing of Standard English for Deaf Learners
Mr. Hindo’s Intermediate-Mid ASL students are exploring nutrition, their eating habits and manners. After viewing a narrative presented by the teacher in ASL, the students discuss how ASL expresses the specific degrees of food consumption:
EAT SLOW -- EAT ONCE – EAT NORMALLY -- EAT FAST -- EAT SMALL – EAT BIG (both hands) -- (reverse) SPIT OUT FOOD
Then, the students brainstorm and use their thesauri to list Standard English words for eating and degrees of eating:
munch -- bite -- chomp -- scarf -- wolf -- gobble up -- snack – nibble – eat – (and the opposite) throw up -- spit up -- barf
Mr. Hindo and the class explore various adverbs that bring nuances to the verb “eat” in order to match the expressive verbs from above.
Next, in small groups the students use a chart to place the verbs and show understanding of their usage.
Degrees of Intensity
	Easy/Small/ Light
	Interim
	Regular/ Normal
	Interim
	Huge/Hard/ Fast/Heavy

	nibble
	snack
	[blank]
	gobble up
	wolf
scarf

	eat a little
	[blank]
	[blank]
	eat quickly
	eat a lot
eat it all up


Opposite: throw up – spit up – barf
Finally, in groups of three, the students write their own stories, in Standard English, by using the verb and adverb charts they created.
Adapted from: Herzig, M. Bridging ASL and English Languages. Lesson Plan Focus: Writing Action Verbs and Adverbials in English. 2014. https://static1.squarespace.com/static/504e56cdc4aa4325f1afe35b/t/548b3f71e4b092fbeab4811c/1418411889656/VL2+The+Baobab+ASL+English+Action+Verbs.pdf
World Languages Standards
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[bookmark: _Toc40790872]Interaction with Hearing Individuals
Whether working in homogeneous or heterogeneous groups of Deaf and hearing individuals, there are a few socially acceptable rules of behavior that express respect and inclusion of Deaf culture. When trying to gain a person’s attention it is appropriate to tap gently the person on the shoulder or wave at the person if he/she is at a distance, but still in line of sight. For larger groups in a room, flicking the lights is a universal attention-getting tool. Providing the Deaf person with written agenda or any other written material as well as using visual aids facilitate the communication between Deaf and hearing individuals. When showing videos, usage of the closed captioning feature of the device facilitates access for Deaf students. Maintaining eye contact and staying in the sight line facilitates comprehension of meaning even when using an interpreter. For the same reason, interpreters should stand closer to the speaking person – so that the Deaf individual may view simultaneously the speaker and the interpreter. When presenting and writing on a board, it is both polite and of communicative value to face the Deaf people and not turn one’s back while talking. The job of the interpreter is to transfer information from one language (English) to the other (ASL) and vice versa – therefore, it is rather impolite to speak to the interpreter instead of the Deaf individual(s), or to refer to them in third-person. Also, the interpreter can translate for only one person at a time—and it is important to take turns. Snapshot 12.7 provides guidance for teachers who have Deaf or hard-of-hearing students who use the services of an ASL interpreter enrolled in their courses.
Snapshot 12.7: Interaction with Hearing Individuals
Deian, a hard-of-hearing student, has been recently enrolled in Ms. Gala’s third-grade class. Upon meeting him, Ms. Gala welcomes Deian and asks him to choose his seat. She helps Deian select the seat that best facilitates his viewing and listening needs. She prepares printed materials: instructions, charts, handouts and others, for all learning activities. On days when new material and concepts are introduced, the school provides an ASL interpreter, Ms. Rada, for Deian. Ms. Gala makes sure that the three (student, interpreter, and teacher or other presenter) are in clear view of one another. She deliberately slows her speech down so that there would be enough time for both Ms. Rada and Deian to follow the presentation and acquire the information. Ms. Gala alternates between speaking and writing on the board in order to avoid speaking with her back turned to Deian. When checking for comprehension, Ms. Gala faces her student, not the interpreter, and speaks to him directly.
[bookmark: _Toc40790873]Conclusion
The diversity of languages spoken and taught in California are part of the states’ rich tapestry of cultures. It enriches the opportunities for all students’ lifelong learning, progress and success. The 2019 California WL Standards and this framework support and guide the efforts of world languages educators to serve all students.
Relying on students’ linguistic background and understanding the specifics of the languages they study can be instrumental in the decision making for course offerings, curriculum writing and delivery of diverse programs.
This framework reiterates that in California, all students are encouraged to become not just bilingual, but multi-lingual.
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[bookmark: text1211]Figure 12.11: Indo-European Languages
The purpose of this chart is to illustrate the branching of all language in the Indo-European Family.
Top-middle is the Proto Indo-European. From it eight arrows branch down toward eight rectangles. Each rectangle is labeled. Below some rectangles there is a list of the languages that belong to this branch.
First branch to the left is Balto-Slavic. Listed below Baltic: Lithuanian, Latvian. Listed below Slavic: Russian, Ukrainian, Polish, Czech, Bulgarian
Second branch: Germanic. Listed below: English, Dutch, German, Swedish, Norwegian, Danish, Afrikaans, Friesian, Icelandic
Third branch: Roman. Listed below: French, Spanish, Italian, Catalan, Portuguese, Occitan, Rumanian, Romansh
Fourth branch: Celtic. Listed below: Irish Gaelic, Scottish Gaelic, Manx, Welsh, Breton, Cornish
Fifth branch: Albanian, Sixth branch: Greek, and Seventh branch: Armenian stand alone with no languages listed below them.
Eighth branch: Indo-Iranian. Listed below are Indic languages: Hindi, Urdu, Bengali, Marathi. Listed below Iranian languages: Farsi, Pashto, Kurdish, Tajiki. Return to Figure 12.11.
[bookmark: text1212]Figure 12.12: The Geography and Difficulty Rankings of Five Categories of Languages
The purpose of this image is to illustrate the distribution of Category I-V languages. The boundaries of different countries are marked on the political map of Europe, the Eastern part of Asia, and the Northern tip of Africa. Inside each boundary are marked Roman numerals I-V to indicate what category language is spoken in each country. The numbers are color coded depending on the time it takes for a speaker of English to learn the national language of the country. Dark blue being shortest, transitioning to light blue, light green, and dark green for the longest.
Among Category I are: French and Spanish
Among Category II is: German
Among Category III are: no examples
Among Category IV are: Bulgaria, Polish, Russian
Among Category V is: Arabic
Included is also a scale indicating the amount of time it takes to learn each language category: Category I––24 weeks, Category II––30 weeks, Category III––36 weeks, Category IV––44 weeks, Category V––one year. Return to Figure 12.12.
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