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Foundations
Language and communication are at the heart of the human experience. The
United States must educate students who are linguistically and culturally
equipped to communicate successfully in a pluralistic American society and
abroad. This imperative envisions a future in which ALL students will develop
and maintain proficiency in English and at least one other language, modern or
classical. Children who come to school from non-English backgrounds also
should have opportunities to develop further proficiencies in their first
language. National Standards in Foreign Language Education Project,
p. 7.

The call for proficiency in a language other than English is not new.
Commissioned reports and legislated mandates have included foreign
language as part of the core curriculum for some time (e.g., the National
Commission on Excellence in Education's "A Nation at Risk," 1983; America
2000 Education Initiative, Bush Administration; Goals 2000, Clinton
Administration; No Child Left Behind (NCLB) Act 2002, Bush
Administration).

Foreign language organizations also have included in their vision and
mission statements the call for a multilingual citizenry with foreign
language programs beginning in elementary school (e.g., American Council
on the Teaching of Foreign Languages (ACTFL), 1996; National Network
for Early Language Learning (NNELL), 1993; Ohio Foreign Language
Association (OFLA), 2003.) Yet, we are far from reaching this goal in
practice. The Education Trust (2003) reports that in 1998, only 29 percent of
high school graduates had completed the recommended two years of
foreign language study. Research also shows that it takes more than two
years to develop functional proficiency in a second language.

Ohio's foreign language academic content standards lay the foundation for
realizing the vision of a multilingual, culturally competent citizenry. The
standards reflect the notion that, as with any other discipline, the more years
a child can devote to learning a foreign language, the more competent he
or she will become (Marcos, N.D.; Modern Language Association, 2003). In
fact, it is only through a long, uninterrupted sequence of instruction that
students can reach a level of proficiency beyond basic survival (ACTFL,
1999).
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"Most education systems
around the globe prepare their
students to function in their
national language and at least
one additional language. A
survey of 19 countries found
that 16 provide widespread or
compulsory foreign language
instruction to students by the
upper elementary grades."
Pufahl, Rhodes and
Christian, in Met, p. 36.

"All Americans should be
proficient in at least one
language and culture in
addition to English. For this
reason, foreign language
education must be part of the
core curriculum and be treated
as central to the education of
all children." American
Council on the Teaching of
Foreign Languages, 1996.
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What Does It Mean to Know Another Language?

At the heart of foreign language education is 'knowing how, when and why to
say what to whom.' All the linguistic and social knowledge required for effective
human-to-human interaction is encompassed in those ten words.  National
Standards in Foreign Language Education Project, p. 11.

In the past, classroom foreign language learning focused on grammar (the
how) and vocabulary (the what), two critical components in the equation.
Students learned to manipulate elements of the language system
(pronunciation, gestures, syntax, morphology, mechanics) and memorized
lists of words. Today, communication is the organizing principle for foreign
language programs and requires that we also consider the reasons we use
language (why) with a variety of people (the whom) at appropriate times
(the when). Cultural knowledge and knowledge from across disciplines
give students something meaningful and age appropriate to talk about.
Students also are taught to use communication strategies (e.g., negotiation
of meaning, circumlocution) and learning strategies (e.g., organizing
vocabulary semantically) and to apply critical thinking skills in their quest
to communicate effectively.

Foreign languages . . . are not 'acquired' when students learn an
ordered set of facts about the language (e.g., grammar facts,
vocabulary). Ideally, students need to be able to use the target
language for real communication, that is, to carry out a complex
interactive process that involves speaking and understanding what
others say in the target language, as well as reading and interpreting
written material. Acquiring communicative competence also
involves the acquisition of increasingly complex concepts centering
around the relationship between culture and communication
(National Standards in Foreign Language Education Project, 1996,
pp. 25-26).

What Conditions Are Necessary for Classroom Second
Language Learning?
Several conditions facilitate the development of second language learning.
First, there must be sufficient comprehensible input in the target language,
in oral, signed and/or written form. Language that is just beyond the
students' current abilities provides raw data upon which they can
hypothesize about how language works. They build, albeit implicitly, a
system of language that evolves as competence grows, becoming more
standard in form to the language of target language users. Second, there
must be adequate occasions for students to produce language. Output
allows learners to "try out" their hypotheses about how language works on
their way to becoming competent users of the language. Output, in the form
of oral, written or signed texts, also allows educators a glimpse into the rich,
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"Learning a language is not
just learning grammar and
vocabulary. It is learning new
sounds, expressions and ways
of seeing things; it is learning
how to function in another
culture, how to know a new
community from the inside
out." Modern Language
Association, 2003.
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idiosyncratic system of language each learner is developing so that
educators can structure lessons to push learners to become more accurate
users of the language. Negotiation of meaning, the third crucial element
for second language learning, is related to output. Learners need feedback
from those with whom they interact or for whom they produce language.
If miscommunication occurs, those listening, viewing or reading a learner's
output need to alert the learner to communication breakdown, using
phrases such as, "I don't understand," "Repeat, please," or "What?" The
learner, on his or her part, needs to try again, using such strategies as
paraphrasing, circumlocution or gesturing to clarify meaning. It is through
negotiation of meaning that language students can "check" whether the
form of the message matches the meaning intended. It is only within the
security of a conducive affective environment that learners are willing to
take risks and "expose" the strengths and weaknesses of their developing
language systems. Learners need to feel that it is safe to make errors, try
again and refine their output. Consequently, there should be times during
instruction when the focus is on form as well as times when the meaning of
the message takes precedence.

When Should a Language Program Begin?
The Elementary Years

Children all over the world acquire their first language by age five, unless
they have some sort of neurological disorder. They seem to gain control
effortlessly over sophisticated patterns, structures and sounds long before
the cognitive skills necessary for schooled learning kick in. "Much of this
same sort of natural learning can occur when children acquire a second
language" (National Standards in Foreign Language Education Project,
1999, p. 25).

In an attempt to explain children's facility with language learning, results
from the field of neuroscience have made their way into such popular
outlets as Newsweek, Time and The Wall Street Journal (Begley, 1996; Nash,
1997; Winslow, 1997). These studies suggest that there is a "window of
opportunity" for second language learning. Introducing a second language
in the elementary grades capitalizes on children's brain plasticity, allowing
them to acquire the syntax of a second language, for example, using many
of the same processes involved in the acquisition of their first language.
Furthermore, with a proficient teacher role model, children can mimic the
sounds of a second language with apparent ease. A strong foundation for
foreign language education, therefore, begins for all children in the early
elementary grades.

No single goal for early language learning is more frequently cited than that
of cultural understanding or global awareness (Curtain and Pesola, 1989 in
Robinson, 1998). The age of 10 is said to be a crucial time in the development
of attitudes toward nations and groups perceived as "other." Children are
in the process of moving from egocentricity to reciprocity, and information
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Conducive affective
environment

"Languages should be part of
the core curriculum in
elementary, middle and high
school." Met, p. 37.

"While English competency
should always be the priority,
and should be a language of
instruction for all students
from the beginning of school,
foreign languages can and
should be integrated into the
curriculum from the earliest
grades possible, for as many
students as possible from all
backgrounds." Paige, p. 140.



A C A D E M I C  C O N T E N T  S T A N D A R D S

introduced before age 10 is well-received. Yet, children's perceptions of
differences are heavily influenced by differences in languages (Carpenter
and Torney 1974, in Robinson, 1998). Introducing a second language in the
elementary grades, then, capitalizes on a period in time when instruction
in a language other than English can mitigate against negative perceptions
of speakers of foreign languages.

Matching this critical period of openness to instruction implies that the
curriculum must provide a multitude of situations in which children
practice a range of functions and styles. Formal aspects of language learning
give way to teaching grammar as unanalyzed vocabulary chunks. Songs,
skits, stories, dialogues and children's literature are a sample of appropriate
avenues for language acquisition. Children learn about themselves and
about people from other places and times by building on knowledge they
have about the world around them. The use of a variety of authentic oral,
print and visual texts, coupled with communication technologies from the
start of instruction, brings the community of humankind into the classroom
and beyond. Children who begin language in the elementary years, and
continue with language study in middle and high school, develop the
highest levels of language proficiency and intercultural competence.

The Middle Years

Middle school students begin to compare themselves to others in order to
more clearly define themselves and their various roles. The foreign
language classroom provides a context for such comparisons, allowing
students to look systematically at humankind so that negative stereotypes
may be avoided. Authentic oral, print and visual texts, coupled with
technology-enhanced mechanisms for connecting with others, afford
middle school students the opportunity to arrive at informed conclusions
about humankind and themselves. Role plays, conversations and
interdisciplinary investigations represent some of the possible avenues for
language acquisition. Because middle school students bring literacy skills
to bear on the learning of a second language, they can interpret much more
than they can produce. Similarly, because they have acquired the
metalanguage to talk about grammar in English, they are also ready for
more formal instruction on aspects of the target language system.

As students work toward the Comparisons goal in a second
language, they develop insights into how languages operate. ... A
broadening of opportunities with middle and high school programs
capitalizes on the general linguistic advantage that comes from
extended study and early opportunities (National Standards in
Foreign Language Education Project, 1999, p. 21).

In other words, students who have studied one language for many years in
elementary school may choose to layer on yet another language in middle
or high school and are prime candidates to do so as language learning
strategies transfer across languages.
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High School

High school students continue to compare themselves to others in order to
more clearly define themselves, their various roles and their place in the
global community. The foreign language classroom provides a context for
such comparisons, allowing students to look systematically at humankind
and to bracket their egocentric views of the world, so that understanding
of "things different" continues to develop. Authentic oral, print and visual
texts, coupled with technology-enhanced mechanisms for connecting with
others, afford high school students the opportunity to arrive at informed
conclusions about humankind and themselves. They begin to see
themselves as representative of a culture in relation to many cultures, all of
which view the world in a variety of ways. Upper-level high school students
engage in in-depth study of contemporary and historical issues and seek
solutions to problems that impact all of humankind as they become
knowledgeable about the global community and how they might function
in it.

What Are the Overall Benefits of Learning a Language?

Academic Benefits

The evidence from more than 30 years of research provides convincing
support that children who study a foreign language have improved overall
school performance and superior problem-solving skills. Some evidence
also suggests that children who receive second language instruction are
more creative and better at solving complex problems (Marcos, N.D.;
Robinson, 1998).

For those who study a foreign language in high school, benefits also accrue.
Students of foreign languages score statistically higher on standardized
tests conducted in English. The Modern Language Association and The
College Board report that studying a second language can improve
students' skills and grades in math and English as well as entrance exam
scores -SATs, ACTs, GREs, MCATs, and LSATs. Research has shown that
math and verbal SAT scores climb higher with each additional year of
foreign language study. Students who average four or more years of foreign
language study score higher on the verbal section of the SAT than those
who study four or more years in any other subject area. In addition, the
average mathematics score for individuals who take four or more years of
a foreign language is identical to the average score of those who study four
years of mathematics. Studying a foreign language, therefore, can improve
both students' analytic and interpretive capacities.

Attitudinal Benefits

One of the major benefits or purposes of studying a language other than
English is that it opens up a significant part of the rest of the world to Ohio's
children. Whether students undertake the study of a classical or modern
language, they connect with other cultures. Students develop an insider's
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"Research shows that learning
a second (or a third and a
fourth) language develops a
person's analytical abilities
more effectively than learning
a single language. We also
know that learning a second
language increases one's
understanding of one's native
language. To the extent that
foreign language learning
improves a student's cognitive
and academic performance, it
goes hand in glove with the No
Child Left Behind goal of
ensuring high student
outcomes for all children."
Paige, p. 140.

"The purposes and uses of
foreign languages are as
diverse as the students who
study them. Some students
study another language in
hopes of finding a rewarding
career in the international
marketplace or government
service. Others are interested
in the intellectual challenge
and cognitive benefits that
accrue to those who master
multiple languages. Still
others seek greater
understanding of other people
and other cultures." National
Standards in Foreign
Language Education Project,
1999, p. 31.
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view of another culture and are able to view their own with a critical eye,
thus engendering a deeper understanding of their own and other cultures.
Learning about other peoples' ways of knowing, living and thinking
enhances students' development and contributes to the political and
economic security of our society. In this manner, students develop a lifelong
ability to communicate with more people, talking with others and gathering
information beyond the world of English (Modern Language Association,
2003; Marcos, N.D.).

Workplace Benefits

Employers in all sectors of the economy clamor for individuals who are
functionally proficient in languages other than English and who
understand other cultures. Students who meet these demands will land
meaningful and productive jobs both at home and around the world.

Right here in Ohio, 6.1 percent of people speak languages other then English
in the home (U.S. Census Bureau, 2000). Our students will multiply their
chances for success in the workplace if they speak more than one language.
Knowing other languages enhances opportunities in all sectors of the
economy, including government, business, manufacturing, medicine and
health care, law enforcement, teaching, technology, the military,
communications, industry, agriculture, social service, hospitality and
marketing.

The Ohio Department of Development maintains statistics on foreign
investment in Ohio at the following Web site: www.odod.state.oh.us/
research/files/B300000002.pdf. These data are of interest to Ohio foreign
language teachers as they show what regions of the world, and more
specifically what countries, have firms in Ohio. What sectors of the economy
and what counties are most affected by foreign investment also are
included. Beyond increasing awareness of the need for foreign language
proficiency and intercultural competence in Ohio students and the public
at large, teachers also may wish to establish partnerships with these firms
to provide real-world reasons to communicate in a language other than
English.

Internationally, professionals in a broad range of careers who know other
languages are called upon to travel and exchange information with people
in other countries. More and more businesses with global ties need different
kinds of workers who can communicate in different languages and
understand other cultures. Employees with such qualifications are seen as
bridges to new clients or customers. "A technician who knows Russian or
German, the head of a company who knows Japanese or Spanish, or a
salesperson who knows French or Chinese can work successfully with
many more people and in many more places than someone who knows only
one language (Modern Language Association, 2003).

Consequently, knowing a second language ultimately provides a
competitive edge in the work force by opening up additional job
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"Language learning pays off in
a variety of ways. But beyond
opening doors to friendship
and cultural exchange,
language skills today make
possible new employment
opportunities, bold
enterprises in business,
improved cooperation in
humanitarian endeavors, and
better understanding on
crucial security and political
issues." Albright, in Met, p.
xi.

"The ability to speak more than
one language also contributes
significantly to mutual
understanding among nations,
global competitiveness, and
national security, as well as
academic development and
personal fulfillment." Paige,
p. 140.
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opportunities. No matter what careers students choose, if they have learned
a second language, they will have a real advantage in Ohio and
elsewhere.
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Program Planning
Ohio's foreign language academic content standards provide clear
expectations for all students. They form the foundation of what every
student should know and be able to do in foreign language programs
throughout the state. While local programs and curricula may build beyond
these expectations, the benchmarks and grade-level indicators provide a
clear, rigorous common program for instruction. Consequently, identified
content and skills should be the focus of teaching and learning at each grade
band and level. Teachers and curriculum leaders must determine how best
to implement a standards-based foreign language program. Decisions
about how instructional programs are organized, implemented and
maintained are local decisions.

Program planning and implementation are shared responsibilities.
Teachers, department chairs, curriculum leaders, school boards, and parent
and community members play important roles in making decisions about
the local foreign language program. Results of deliberations should provide
students with the opportunity to study a foreign language in an
uninterrupted sequence of instruction regardless of when the program
begins (e.g., grades kindergarten through 12, four through 12, seven
through 12). Once the decision of when to begin a program is made, the
components of curriculum, instruction and assessment should be fleshed
out to provide students with a coherent program that fits together well and
prepares them to be linguistically and culturally competent in a language
other then English.

The first step in implementing such a standards-based program is to become
thoroughly familiar with the foreign language academic content
standards.

Multiple Entry Points
The greatest challenge in using the kindergarten through grade 12 foreign
language academic content standards is adapting the content for shorter
sequences of instruction. All Ohio districts offer foreign language at the high
school level, about half have middle school programs and approximately
30 schools have some type of kindergarten through grade five/six foreign
language program. In order to use the standards when kindergarten
through grade 12 sequences are not in place, district personnel must
consider language development, learner development, pedagogy and the
nature of the standards themselves.

Language Development

Ohio's foreign language academic content standards, as well as the national
Standards for Foreign Language Learning are the content standards that define
the "what" of foreign language learning in classrooms. The ACTFL
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Performance Guidelines for K-12 Learners (1998) are the performance
standards that define the "how well." Like the standards, the performance
guidelines are designed to reflect second language learning that begins in
kindergarten and continues in an uninterrupted sequence through grade
12, reflecting a vision for language learning and use by students. As with
any other academic discipline, it takes many years to develop a functional
level of proficiency. The standards provide a framework for the
development of such an extended program.

The guidelines account for various entry points that reflect most major
language sequences found in Ohio: grades kindergarten through four,
kindergarten through eight, kindergarten through 12; grades six through
eight, seven through 12; and grades nine through 10 or grades nine through
12. The guidelines, therefore, help teachers understand how well students
should demonstrate language ability at various points along the language
learning continuum.

Students are considered novice language users whether they begin their
language program in kindergarten, fifth grade or ninth grade. There will be
differences in sophistication based on learner development, but the
language produced will still be limited mostly to memorized material,
formulaic utterances, lists and enumerations. Intermediate language users
need a sequence of at least four to nine years to be able to create with
language, ask and answer simple questions on familiar topics and handle
a simple situation or transaction. To reach the pre-advanced level of
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language proficiency, students must have the opportunity to study a
foreign language in an uninterrupted kindergarten through grade 12
program. Such an extended sequence of instruction allows students to reach
a level of language competence where they can narrate and describe in
present, past and future time/aspect and handle a complicated situation or
transaction.

Using the guidelines will alleviate the pressure experienced by many
foreign language educators to achieve unrealistic goals in short periods of
instructional time. Feedback from the field on the guidelines verifies that
the descriptions represent the reality of what students should be able to do
on their own in the foreign language after set amounts of time, provided that
their instruction is both standards- and performance-based.

Ohio's academic content standards and the guidelines assume elementary
programs that meet from three to five days per week for no less than 30 to
40 minutes per class; middle school programs that meet daily for 40 to 50
minutes; and high school programs that equal four units of credit. There is
a direct correlation between time and language performance ability.

Less Commonly Taught Languages

The guidelines describe performance expected from students who study
Western languages most commonly taught in American schools. The
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similarities in both oral and written form between these languages and
English aid students in their acquisition of the new language. When
students study languages such as Arabic, Chinese, Japanese and Russian,
they encounter unfamiliar sounds, different writing systems and new
grammars which oftentimes cannot be linked as easily to what students
know in English. Consequently, students learning these languages will
need more time to reach the same level of performance as those who are
studying Western languages (Swender and Duncan, 1998).

Classical Languages

The guidelines also address students' ability to comprehend texts. Reading
and understanding written messages of the ancient world are key goals for
students of Latin and Greek. The oral use of the language, however, also
can be employed to build student interest and heighten understanding of
and appreciation for the languages and their cultures.

The importance of the three modes of communication for classical language
is evidenced in the following standards found in the "Standards for
Classical Languages" of the National Standards (1999):

  • Students read, understand and interpret Latin or Greek.

  • Students use orally, listen to and write Latin or Greek as part of the
language learning process.

Learner Development

Ideally, all students would have the opportunity to study a foreign
language throughout their school years. Elementary learners would
develop both concepts and vocabulary at the same time in two languages.
They would learn to read and write in both English and the target language.
When programs do not begin until middle school or high school, however,
learners bring literacy skills, intact concepts from many disciplines and
increased memory capacity to the learning of a second language. Older
learners also bring reading and listening strategies to bear on second
language texts. They can be reminded or taught to keep the meaning of the
text in mind, to use context to guess meaning and to keep going if they
encounter a word that they do not understand. Consequently, they can
interpret much more than they can produce, especially in languages that
use the Roman alphabet.

Beyond literacy skills and strategies for interpretation, older learners also
are more cognitively developed. Depending on the grade of language
instruction, they are either in concrete operations or moving into formal/
abstract reasoning. Many of the concepts incorporated into the elementary
grade band indicators (e.g., numbers, colors, dates, map skills) are already
known to older learners. The foreign language teacher helps students map
new vocabulary and structures onto these intact concepts and ensures that
tasks associated with the concepts are at a level of cognitive sophistication
that matches that of the students. Hence, in the early grades, the teacher
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might ask questions focused on the here-and-now, even when the answer
is evident (e.g., Where is the blue circle?). With more cognitively mature
students, such a question would prove both cognitively insulting and
boring. Instead, the teacher might use a famous piece of art from the target
culture and ask students to describe colors and shapes. Students might then
surmise what the artist was trying to symbolize with such colors and forms
(e.g., happiness, friendship, war) based on a list provided by the teacher.

Learner development also has a bearing on how much material may be
presented at any one time. Brain research on memory and attention
indicates that older learners can retain seven to nine new items and can
focus attention for around 15 minutes. Younger learners, on the other hand,
can retain only four to five new items and can focus for only seven to nine
minutes (Tileston, 2000). Teachers can take advantage of older students'
increased memory and attention span by presenting more information for
longer periods of time the higher the grade level.

Pedagogy

Language and learner development have direct implications for pedagogy.
Teachers must make content accessible to learners at different stages of
language proficiency and at different stages of cognitive development.
Young learners at the novice stage of language development will need
different strategies and techniques to access content than high school
freshmen who are just beginning the study of a second language. For
example, whereas younger novice learners may need concrete
manipulatives to facilitate comprehension, older novice learners may rely
on a quick visual reference, interpretation strategies and knowledge of the
world to glean meaning when situations are familiar. If concepts are new,
older learners also will need concrete, visual support to facilitate
understanding.

Whether novice or pre-advanced, classroom language learners benefit from
pedagogy that moves from guided instruction to open-ended activities
using oral, written or signed texts as the point of departure. Teachers focus
students' attention on meaning by asking them to identify the main idea or
theme. In addition, teachers highlight vocabulary and structures used in
the text to convey meaning. They engage students in manipulating these
elements in practice activities. Subsequent to meaning making and practice,
students synthesize their learnings by working through novel texts,
participating in role plays or original conversations or by producing a
written product. (See pp. 33-37 of Shrum and Glisan, 2000 for additional
information on guided instruction.)

In terms of cognitive complexity, younger learners thrive on recognition,
recall or identification activities during initial practice with new concepts.
Older learners need sufficient cognitive challenges to engage them with
content with which they may already be familiar. Identifying, evaluating
and analyzing are more appropriate for older learners mapping new
vocabulary and structures onto previously developed concepts. For
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example, rather than asking what color a student's sweater is (appropriate
for young learners) the teacher may ask older students to prepare a graph
with the number and colors of sweaters they own and to compare results
with other students. In both cases, identifying colors and clothing is the
focus of instruction, but the level of cognitive engagement with the content
is age appropriate.

Finally, pedagogy must be relevant, meaningful and engage students in
real-world tasks. When instruction ties to the interests and concerns of
students, it is intrinsically motivating to them. Real-world tasks likely to be
performed in the home, school or workplace of the target culture lend
credibility and value to learning a foreign language. Many of the tasks that
are commonplace in foreign language classrooms already meet the criteria
of relevance, meaningfulness and authenticity. For example, elementary
students describe a photo of their parents during show-and-tell. Middle
school students plan, prepare and describe a healthy meal from the target
culture. High school students access Web sites and a variety of print and
video resources to produce a travel brochure with a planned itinerary for
tourists with budget and time constraints.

The Nature of Standards

The foreign language academic content standards take into account both
language development and learner development. Expectations of what
students should know and be able to do follow the ACTFL Performance
Guidelines. There is also a conscious effort to delay, by at least one grade
level, concepts taught in other disciplines. The one exception is conversions
between monetary systems, introduced in grade seven for foreign language
and in grade eight for mathematics. As such, the indicators and benchmarks
build both in terms of language and task complexity.

Putting It All Together

When programs begin in kindergarten and continue through grade 12, no
modifications for program planning are necessary. When programs begin
at grades four, six or nine, however, there are several steps that planners
will need to take in order to use this document more successfully.

The following task leads educators to incorporate expectations from lower
grade levels into programs that begin at a later grade. These steps are best
used in a hands-on workshop with time for discussion and questions.

• First, look at the overview where indicators and benchmarks are
aligned to the organizer of each standard (e.g., Communication,
Interpersonal; Cultures, Practices).

• Next, take the indicators from the elementary and/or the middle
school grade band(s) and discuss how they become increasingly more
rigorous in terms of both the communicative task and the cognitive
demands on students.
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• Given the nature of language development, learner development,
pedagogy and standards discussed above, brainstorm implications for
curriculum, instruction and assessment if programs do not begin until
grades four, six or nine.

Consider the following questions during discussions:

• Would it be possible to "roll up" the indicators from lower grade levels
into the expectations of the grade at which the program starts?

• Would students be familiar with the concepts of the lower grades? In
other words, would they have background knowledge from life
experience or from other disciplines to bring to bear on the concepts?

• What thematic units might prove engaging for learners in terms of
relevance, meaningfulness and authenticity?

• How can teachers weave the indicators and benchmarks into such
units?

• If teachers can "roll up" the expectations from earlier grade levels into
the units, what will language production look like from learners?
(Refer to inverted pyramid, above.)

• How can teachers ensure that tasks are cognitively challenging, but
that their expectations of language proficiency are realistic given
novice level students?

• How might language proficiency vary across the modes of
communication (interpersonal, interpretive and presentational)? (See
Planning for Instruction in Instructional Commentary for a complete
description of the modes.)

Program Alignment with the Foreign Language
Academic Content Standards
After becoming thoroughly familiar with the foreign language academic
content standards and how to use them based on the multiple entry points
discussion above, the next step in planning involves analysis of the current
foreign language program. All components of the program, from the
written curriculum or course of study to instructional practices, materials
and assessments, should be considered. Curriculum mapping is one
technique that allows teachers and curriculum leaders to examine the
existing program as it is currently taught within and across grade levels. In
constructing a curriculum map, teachers outline the content that students
are learning each month. By examining the maps, it is possible to see the
foreign language program as it is experienced by the students progressing
from level to level. Maps show areas where the existing lessons and
assessments are aligned to the standards. Comparing maps to the standards
also helps identify areas where gaps may exist, where content is being
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repeated unnecessarily or where content needs to be shifted to a different
level.

In standards-based education, planning for assessment is critical.
Classroom and district assessments should include multiple measures of
progress towards achievement of the indicators and benchmarks. Data from
assessments should be used when planning for future instruction. (See
Assessment section of Instructional Commentary for a more complete
treatment of the role of assessment.)

In the past, the textbook became the de facto curriculum for foreign
language programs. Yearly planning involved choosing the number of
chapters teachers thought they could "cover" in a given time frame. In a
standards-based program, the textbook becomes one of many tools and
resources to bring the standards to life. A variety of authentic texts, realia,
multimedia and technology-based resources facilitate the development of
linguistic and cultural competence.

In conclusion, the foreign language academic content standards become the
basis for all other aspects of program planning. District personnel align their
current program to the standards, choose appropriate materials and
resources to progress toward the expectations of the standards, and develop
instructional strategies and assessments based on the standards. Building
awareness around the standards and garnering a commitment to align
programs with the standards are the first steps in ensuring a standards-
based program. The recurring processes of planning and implementing
improvement strategies and monitoring progress toward meeting the
standards ensure that program planning remains standards based.
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Planning for
Instruction

General Considerations
How Do I Use the Standards?

The foreign language academic content standards are presented in linear
fashion but are not meant to be used in planning as a checklist of what
students should know and be able to do. Rather, teachers should look for
natural connections across the five standards and should plan instruction
so that students are able to meet several expectations at the same time.
Thematic units (e.g., travel and tourism, the workplace, staying healthy)
that foreign language educators have come to rely upon provide a context
for such integration across standards. For example, if students are supposed
to present information (Communication standard), products or practices of
the target cultures (Cultures standard) as well as age-appropriate content
from other disciplines (Connections standard) give students something
meaningful and age appropriate to write or speak about. (See Making
Connections section of Instructional Commentary for a more complete
discussion.)

Where Are the Four Skills? What Are the Modes of Communication?

The four skills refer traditionally to listening, speaking, reading and
writing. In the past, educators spoke of these skills in relative isolation.
Planning books, over the course of a chapter or unit, contained a certain
number of each type of skills-based task. Teachers did listening exercises to
ensure that students were hearing the language correctly. Teachers had
students read selections and answer comprehension questions to assess
reading skills. Students wrote original stories or spoke off-the-cuff on topics
so that educators could see if students could manipulate forms and produce
texts.

In today's standards-based classrooms, instruction should enable students
to function in real-world situations. It is quite common for human beings
to read, view or listen to some sort of text and then to discuss it with another
person (face-to-face, on the phone or through e-mail). People may then take
the information and incorporate it into novel texts (letters to the editor,
brochures, speeches) for a variety of purposes (to complain, to sell, to
convince). The skills of listening, speaking, reading and writing, therefore,
flow naturally from one to another to enable students to meet a variety of
linguistic functions across the three modes of communication.

Interpersonal communication is characterized by the ability to negotiate
meaning. Students seek clarification ("What did you say?") and amend
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responses so that meaning is understood ("I mean my brother, not my
sister."). They provide and obtain information, express feelings and
emotions and exchange opinions in culturally appropriate ways in the
target language. The four skills are needed to do so, depending on the
avenue of expression (live, face-to-face or through technologies such as
instant messaging).

Interpretive communication begins with live, written or recorded texts. The
primary skills targeted in interpretive communication are listening, reading
and viewing. Today's planning must enable students to do more than
simply listen to, read or view texts. To arrive at a culturally appropriate
interpretation, students must be explicitly taught meaning-making
strategies. Strategies such as listening/reading/viewing for the gist,
scanning a text for specific information, guessing from context or using
knowledge of the topic enable students to work through texts and to
understand the texts from the viewpoint of the culture that produced them.
From graffiti and poetry of the ancient world to children's literature and
contemporary pieces, from news or artistic sources to Web-based oral,
written and visual texts, interpretive communication provides a critical lens
into the world view of those who produced the texts.

Presentational communication is characterized by one-way, formal
communication. Students present information and ideas to audiences of
listeners, readers or viewers for a variety of purposes. No negotiation of
meaning is possible during the communication so texts must be as polished
as possible in order to convey meaning in culturally appropriate ways. The
primary skills involved in presentational communication are speaking/
signing and writing.

It is quite natural for teachers to model the modes as they guide students
through instructional sequences. There are many strategies that educators
use, from pre-teaching vocabulary with elaborate family trees containing
visuals and printed words to presenting multimedia slide shows of trips
abroad. The academic content standards, however, focus on what students
 should know and be able to do across the modes of communication, as well
as across standards and disciplines, as a result of instructional sequences.

Where Is Grammar? Where Are Vocabulary Lists? Where Are the
Mechanics?

In the past, textbooks and local curricula provided lists of vocabulary words
and grammatical structures to "cover" before moving to the next chapter or
unit. Students learned to manipulate the present tense before moving to the
past tenses. It was expected that students master each form during initial
contact with and practice of the material.

In today's classrooms, grammar and vocabulary flow naturally from the
standards, benchmarks and indicators. If, for example, students are
expected to discuss the contributions of famous people from the target
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culture (Cultures Standard, Grand Nine, Benchmark D, Indicator 7), the
natural fit of structures and vocabulary might be as follows:

• Professions;

• Past tense of verbs such as to live, to invent, to draw, to develop;

• Nouns related to scientific processes and inventions (pasteurization,
fireworks, aqueducts) and/or cultural artifacts (paintings,
monuments, historical documents);

• Expressions that enable students to state their opinions about
contributions such as "I think, " "It's important because,"
"I disagree."

If students are expected to discuss the contributions in writing, certain
conventions and mechanics also will relate naturally to the task. For
example, students might set up a written report to include an introductory
paragraph with a topic sentence, as well as several sentences that detail the
contributor's life and the nature of the contribution. The second paragraph
might emphasize the positive effects of the contribution. The third might
lay out potential negative consequences of the contribution. A concluding
paragraph might state the author's personal point of view with supporting
evidence.

Proper capitalization, placement of topic sentences and correct punctuation
will vary depending on the language under study. In all cases, however,
the task dictates the focus of explicit instruction where conventions and
mechanics are concerned, as well as where vocabulary and structures are
concerned.

Unlike past instructional practices, it is not possible to "check off" material
that has been covered and to move on in a standards-based program.
Research on how languages are learned supports a different approach to
planning. Just as children need many occasions to use their first language
accurately to convey and to make meaning, students learning a second
language must be exposed repeatedly to rich input and must have multiple
occasions to practice using the language. Also, just as children are exposed
to the total array of linguistic features of their first language as they are used
in meaningful ways in their daily lives, students learning a second language
also must be introduced to forms and vocabulary on an "as-needed" basis.
For example, young children are read stories that contain past, present and
future time references long before they have mastered all present tense
forms. In the same way, students learning a second language can be exposed
to the rich tenses/aspects that are natural features of the language under
study. Rather than mastery of the complete range of a given form, however,
the structures are treated as vocabulary items. For example, in recounting
how the wolf acted in Little Red Riding Hood, students would only be
accountable for the third person singular of verbs such as "he said," "he
ate," "he ran." In order to "cover" the past tenses, therefore, students would
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have to participate in numerous interpretive, interpersonal and
presentational tasks on a wide range of topics, over many years to "master"
all forms.

An understanding of universal grammar and the concepts of marked and
unmarked structures helps foreign language educators make sense of why
spiraling vocabulary and structures is so crucial. All languages share rules
(core grammar) but also have their own, idiosyncratic mechanisms for
mapping form to meaning. A structure is unmarked if it functions in a
regular pattern and has a fairly similar pattern in the first and second
language. Unmarked features are usually learned relatively easily. Marked
features, however, differ in significant ways both within and among
languages. Consequently, they are harder to master and may cause
problems of overgeneralization, using the unmarked or "regular" form in
lieu of the marked or "irregular" form. For example, English-medium
children often use the unmarked form "goed" to refer to the past action of
going. The marked form, "went," is difficult because it strays from the
normal pattern of simply adding -ed to the present tense. Similarly, students
learning Spanish, for example, might have trouble with the present tense of
"saber" as the normal pattern would call for the formation to be something
like "sabo," not "sé." (See Ellis, 1986; 1994 and Shrum and Glisan, 2000 for a
more complete discussion of universal grammar, linguistic universals and
linguistic typologies.)

It takes a conscious effort to spiral vocabulary, structures, conventions and
mechanics many times in order for students to incorporate them accurately
into their linguistic repertoires. In this manner, students become
increasingly able to function in a wide range of situations for a wide range
of purposes.

Meeting the Needs of All Learners
Today's foreign language students reflect the diversity found in the general
student population. Students with physical impairments and/or learning
disabilities, students at risk, heritage and English language learners, gifted
students and students who manifest the full range of ability levels are all
present in foreign language classrooms. The following information will
assist foreign language teachers provide access to, and engagement with,
the foreign language curriculum for all learners.

Students with Disabilities

The 1997 Reauthorization of the Individuals with Disabilities Education Act
ensures the least restrictive environment for children with disabilities.
Students participate in age-appropriate regular classrooms, follow the
standards-based curriculum and participate in state- and district-wide
testing, where applicable. Educators make accommodations based on
individualized education programs (IEPs) that specify accommodations
and support needed so that children with disabilities can be successful in
the general curriculum.
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Learners with disabilities fall into two main categories: students with
special physical needs and students with special learning needs. In the first
category, foreign language teachers will need to make accommodations for
students with limited physical movement, hearing impairments and/or
visual impairments.

In lieu of hands-on activities or Total Physical Response (TPR), students
with limited physical movement may need to demonstrate their learning
through speaking or writing. Children with hearing impairments will need
visual supports such as scripts of texts to participate in listening activities.
Reading may prove frustrating for students with hearing impairments as
many have difficulty phonologically encoding the sounds that lead to
appropriate letter/symbol-sound correspondences. Students with visual
impairments will profit from oral input and from demonstrating their
abilities through oral rather than written means. It also may take students
reading in Braille or using a text-recognition technology extra time to
process texts.

In the second category, foreign language teachers will need to make
accommodations for students with learning disabilities. "A learning
disorder interferes with a student's ability to store, process or produce
information and creates a gap between his/her true capacity and daily
productivity and performance" (Shrum and Glisan, 2000, p. 265).
Disabilities are manifested in a number of ways including:

• Difficulty in focusing attention, tuning in and out, inconsistent
performance, impulsive behavior, negative self-image;

• Oral, aural, or written language difficulties and spatial orientation
problems where words look different (e.g., reversals in letters and
words);

• Poor memory;

• Poor fine motor control problems that affect handwriting;

• Sequencing, putting items in correct order, following directions.

Interestingly, it has been found that immersion, content- and story-based
approaches provide effective means for students with learning disabilities
to learn a foreign language. These approaches incorporate meaningful
interaction and hands-on experiences that are known to support
instruction. Other techniques that support students with learning
disabilities include:

• Developing a communicative rather than a grammar-oriented
classroom;

• Establishing predictable daily routines;

• Giving simple instructions;
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• Presenting small amounts of material at any one time, with frequent
review and repetition;

• Using prelistening and prereading activities to activate background
knowledge and providing comprehension questions prior to and after
activities;

• Using multisensory (e.g., tactile, kinesthetic) approaches to teaching;

• Providing opportunities for all students to interact with each other to
promote understanding, respect and a helpful environment;

• Giving students extra time to complete tasks;

• Maintaining realistic expectations and measuring progress in terms of
students' own abilities;

• Providing individualized work with frequent feedback;

• Making special provisions for assessment. (See Shrum and Glisan,
2000, pp. 267-268 for other specific suggestions for working with
students with auditory or visual processing deficits.)

The concept of universal design, borrowed from the field of architecture,
provides an excellent metaphor for foreign language professionals trying
to meet the needs of students with physical or learning disabilities. A
building that is universally accessible will have a ramp in a convenient place
and automatic doors so that all individuals, wheelchair-bound or those
pushing strollers or shopping carts, may enter and exit the facility easily. In
the same way, foreign language teachers should seek textbooks and
materials with built-in flexibility so that all students may access and be
engaged in the curriculum. Such instructional resources provide alternative
mechanisms to reduce perceptual barriers so that text, audio and visual
means of representation are all included. A student with limited vision, for
example, might enlarge digital text to make it accessible. Audio with
captions enables students with hearing impairments to access the
curriculum. Cognitive barriers also are reduced in that students may access
tools that help build background knowledge and extract the big ideas from
materials. For example, if a student is asked to read a short text on crime in
ancient Rome, it would be helpful to provide a pictorially sequenced
version of the text for students with learning disabilities.

Universal design also provides flexible means of expression by reducing
motor and cognitive barriers. Using clip art and an enlarged keyboard to
draw and write, for example, might help a student who suffers from
problems with small motor coordination to complete an assignment where
paper and pencil would prove frustrating. Providing pop-up dictionaries
or conjugation charts scaffolds students' attempts at expression, lessening
cognitive barriers.

Finally, universal design provides flexible means of engagement with the
curriculum. Students need adequate support to persevere, yet sufficient
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challenge to stay motivated. Familiarity (e.g., repetition, review) builds
support where novelty (e.g., randomness, surprise) challenges students.

Students of different ages and cultural backgrounds respond to different
content and formats, many of which can be designed into materials.
Similarly, students participate more readily when asked to contribute their
own images, sounds, words and texts into flexible curricular materials.

Students at Risk

Students at risk are likely to fail in school due to circumstances outside of
school that influence their academic performance. Poverty, a dysfunctional
family life, neglect, abuse and cultural/ethnical/racial background
contribute to such failure. The majority of students at risk are minority
students from low socioeconomic backgrounds. Such students often
experience loss of identity or ethnic roots, difficulty in integrating
themselves into the majority culture and other students' incorrect
perceptions of them.

Students at risk often display psychological or emotional symptoms such
as depression, anxiety, difficulty in concentrating and excessive anger. They
also manifest physical symptoms such as respiratory problems, headaches
and muscle tension.

Foreign language teachers can provide effective learning environments for
such students. The very nature of the content encourages the study and
appreciation of peoples from many backgrounds in the world community.
Specific strategies to meet the needs of students at risk include:

• Provide activities that require social interaction and higher-order
thinking skills;

• Relate learning to students' own life experiences;

• Give descriptive feedback along with grades;

• Display all students' work;

• Maintain direct, sincere eye contact when communicating;

• Provide equal participation opportunities to girls and boys of different
backgrounds;

• Use heterogeneous and cooperative groupings for interactive tasks;

• Make use of minority cultures' contributions (e.g., guest speakers,
contributions to history, music, etc.);

• Ask native speakers in the class to help;

• Include all age groups, geographical regions, males/females, ethnic
and racial backgrounds when using photos;

• Encourage students to discuss their own values, morals and religious
views as shaped by their own cultures;
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• Treat students equally in what is expected from them, unless they have
physical or intellectual disabilities;

• Have students help each other through cross-age peer tutoring during
which students learn about others different from themselves, gain self-
esteem, exercise autonomy and achieve at higher levels;

• Maintain positive teacher-parent communication (e.g., invite parents
to class, update them on student progress, include them in disciplinary
matters).

Students Who Are Gifted

Students who are gifted evidence high performance capability in areas such
as intellectual, creative/artistic, leadership capacity or specific academic
fields (Omnibus Education Reconciliation Act, 1981, in Shrum and Glisan,
2000, p. 271). They, too, need services and activities to help them fully
develop their capabilities. While some evidence exists that linguistically
gifted individuals are able to process language more quickly and efficiently,
no data show the actual percentage of learners who are linguistically gifted.
"Given that almost all humans are capable of acquiring language, it is
recommended that foreign language teachers identify and nurture the
giftedness in each learner" (Shrum and Glisan, 2000, p. 271).

There are specific accommodations that enable gifted students to develop
their capacities more fully. These include accelerating both the pace and
level for language students, enriching the experiences of learners through
in-depth study on broad topics that require the use of higher-order thinking
skills and differentiating instruction based on learners' needs and
abilities.

Within a mixed-ability classroom, the following strategies have proven
effective with gifted students:

• Students research cultural topics in depth;

• Use challenging taped segments and readings;

• Students debate societal issues and interpretations of literary works;

• Students choose topics based on areas of interest;

• Students work together on assignments or projects, with the teacher
as facilitator;

• Students assume leadership roles such as group leaders/facilitators or
peer teachers;

• Involve students in interaction through cooperative learning tasks that
reduce competition and enhance self-esteem;

• Students explain tasks and solutions to peers, allowing them to learn
through teaching.
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Heritage Language Learners

The U.S. 2000 census data for Ohio show an increase in the number of
families whose first language is not English (6.1 percent, 18.7 percent higher
than in 1990). Children from these families enter foreign language
classrooms where the medium of instruction is often that of the home
language (e.g., Spanish, Chinese, Japanese) or of a language of schooling/
religion in their home country (e.g., French for many African nations, Arabic
for many Somali children). Consequently, students bring a great range of
background knowledge about and ability to use the language of
instruction.

When the target language in the classroom matches that of heritage
language learners, instructional goals build upon the knowledge and skills
they bring to the classroom. Language maintenance enables learners to keep
up their understanding and use of their home language. Acquisition of the
prestige variety of the home language helps speakers of nonprestige
varieties to function in professional and formal contexts. The transfer of
literacy skills enables learners to use reading and writing skills in the home
language and English. Finally, instruction expands the range of linguistic
abilities and communicative strategies in the home language and English.

It is common, for example, for students of Hispanic/Latino backgrounds to
have fairly developed auracy skill. Their understanding of spoken texts and
their ability to communicate orally may far exceed their literacy skills,
especially if they began schooling in an English-medium environment. The
variety of Spanish used in the home also may be a low-prestige variety. To
meet such students' needs, teachers would focus on spelling and grammar
through myriad opportunities to work through reading texts and to
produce their own written texts.

When the target language in the classroom is not the heritage language, the
foreign language classroom provides these students, who are often English
language learners as well, with a level playing field relative to other target
language learners. In the foreign language program, everyone is starting
with a novice level of proficiency. Whereas in other disciplines heritage/
English language learners may feel deficient in terms of their linguistic
capabilities, they tend to equal or surpass their English-medium peers in
the foreign language classroom.

Differentiated Instruction for All Learners

Research over the past twenty years has shed light on students' different
ways of knowing, on the importance of tapping into students' interests to
make learning meaningful and relevant, and on the concept of readiness.
These three elements help teachers adjust content, process and product so
that all children may access the curriculum. For example, imagine that
students at the middle school level are asked to produce a persuasive
advertising text. If the teacher wishes to differentiate based on different
ways of knowing, s/he might allow students to produce a commercial
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(musical/rhythmic types), a brochure (linguistic/visual/spatial types) or a
game (logical/mathematical types). Based on interest, the teacher might
allow students to choose what product to sell (e.g., a soft drink, a car, a
tourist location). Differentiating on readiness, the instructor might help
weaker learners brainstorm words associated with their chosen product
and base their presentation on the resultant semantic web. Average learners
might be asked to do a think-pair-share exercise to arrive at needed
vocabulary and structures. Stronger learners might be asked to study
examples of persuasive techniques in authentic audio, video or written
advertisements and to incorporate their findings into their own
presentations. In each case, students are engaged in a meaningful task based
on the same content and expectation—to produce a persuasive advertising
text. (For an extensive discussion on differentiating instruction, see
Tomlinson, 1999; Shrum and Glisan, 2000).

Foreign language educators who incorporate the principles of universal
design and differentiated instruction into their planning quite naturally
meet the needs of all learners. The suggestions for working with students
with disabilities, students at risk, students who are gifted and heritage
language learners simply highlight specific universal design and
differentiated instruction strategies that have proven to be the most
effective with each subgroup of learners.

Unit and Daily Planning
The following suggestions and Internet links include possible steps to take
when designing unit and daily lesson plans based on Ohio's foreign
language academic content standards:

Developing a Standards-Based Unit

1. Select a unit for learning based upon the standards.

2. Decide upon the specific outcomes students will achieve as a result of
instruction.

3. Decide how those ideas will be assessed at the end of instruction.

4. Begin the unit with a pre-assessment and then focus instruction
appropriately.

5. Develop and sequence the specific lessons and activities that will make
up the unit.

6. Analyze the results, reflect and reteach as necessary to help all students
meet the outcomes.

http://ims.ode.state.oh.us/ODE/IMS/Lessons/FAQ/
is_there_a_planning_template.asp.
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Developing a Standards-Based Lesson

1. Decide which standards, benchmarks and indicators will be
emphasized.

2. Determine how you will assess and know if students meet the
standards or are missing any necessary prerequisites for the
standards.

3. Determine what students will know and be able to do as a result of this
lesson. What effective instructional techniques will help students meet
the standards?

4. Plan strategies and activities to meet the needs of all students.

5. Think about practical issues and materials needed for instructional
planning.

6. Consider ways to integrate the lesson with students' other courses,
home lives or with technology.

http://ims.ode.state.oh.us/ODE/IMS/Backpack/LessonPlans/
LessonPlan_Template_RTF.rtf.
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Making Connections

Connections Across Foreign Language Standards
While Ohio's foreign language academic content standards contain five
individual standards, educators understand that they are not addressed in
isolation. Just as language and culture cannot be separated, extracting
connections, comparisons and communities from communication and
cultures creates a similar challenge. As a result, this document is designed
with the expectation that multiple indicators under several standards will
be concurrently addressed during any particular unit or daily lesson. When
planning, all five standards should be considered as a weave instead of five
separate elements.

Connections Across Disciplines and to the Real World
Effective foreign language education requires an integrated approach.
Inquiry into any real-world matter related to language and culture is holistic
and interdisciplinary in nature. It requires the use of a variety of sources
(books, periodicals, videos and other forms of media; art, music and
technology; the community and students' own life experiences). This
creates two types of connections: integrated studies and interdisciplinary
studies. Integrated studies bring content and skills from other disciplines
into the language class. Interdisciplinary studies bring educators from two
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human language; no one goal
can be separated from the
other, nor is any one goal more
important than another."
Shrum and Glisan, p. 29.



A C A D E M I C  C O N T E N T  S T A N D A R D S

or more disciplines together to plan and concurrently deliver related
content in their respective areas.

For example, an integrated unit in the foreign language class might have
students use content from English language arts and technology to create
a presentation on learning related to the target language and culture.
Students studying advertising in the language class might look at how
similar products are advertised locally and in the target language and
culture, which capitalizes on the Communications, Cultures and
Comparisons standards. To integrate other content areas into the lesson,
teachers may bring in concepts from English language arts to create an
effective ad or commercial for a local industry looking to expand to
international markets. Technology also may play a significant role in this
lesson, as students could design their ad or record their commercials using
various media. Concepts from fine arts also could be integrated by having
students review design principles, select appropriate music or incorporate
voiceovers to create ads.

In an interdisciplinary unit, the English language arts, technology and fine
arts educators simultaneously develop skills and knowledge related to each
content area, and the development of the ad or commercial might be the
culminating project that illustrates the new learning from all three content
areas. Therefore, a prominent goal of foreign language education is the
development of a well-rounded synthesis of content and skills that students
need for quality decision making and active social participation, both
locally and globally. Standards for Foreign Language Learning in the 21st
Century states:

The conscious effort to connect the foreign language curriculum
with other parts of students' academic lives opens doors to
information and experiences which enrich the students' entire
school and life experience. Those connections flow from other areas
to the foreign language classroom and also originate in the foreign
language classroom to add unique experiences and insights to the
rest of the curriculum (p. 53).

Making connections across foreign language standards and across
disciplines ties well to the principles of constructivism. Constructivist
teaching is based on the belief that students learn best when they gain
knowledge through exploration and active learning. Hands-on materials
are used in conjunction with textbooks. Students are encouraged to think
and to explain their reasoning instead of simply memorizing and reciting
facts. Education is centered on themes and concepts, and the connections
between them, rather than on isolated information. In addition, making
connections ties into multiple intelligences and recent brain research.
Researchers theorize that the human brain is constantly searching for
meaning by seeking patterns and connections. Authentic learning
situations increase the brain's ability to make connections and to retain new
information.
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Inquiry into any real-world
matter related to language and
culture is holistic and
interdisciplinary in nature.

Students learn best when they
gain knowledge through
exploration and active
learning.



A C A D E M I C  C O N T E N T  S T A N D A R D S

Teaching strategies that enhance brain-based learning include using
manipulatives, engaging in active learning, taking field trips, inviting guest
speakers and working on real-life projects that allow students to use many
learning styles and multiple intelligences. The brain can make better
connections when material is presented in an integrated way, rather than
as isolated bits of information.

The connections component is a bidirectional process. Students bring
knowledge and skills from other content areas and their own experiences
to the language class. Linking to that knowledge and to those experiences
provides students something meaningful to communicate about in the
foreign language classroom. It also provides the foundation for the
Comparisons and Communities standards. Students use their own
language and culture to compare to another in the Comparisons standard.
In the Communities standard, students use their own interests and goals to
direct their outreach, enjoyment and enrichment, and career exploration
and employability skills. The Connections, Comparisons and Communities
standards provide real-world applications that capitalize on linguistic and
cultural knowledge and skills acquired in the foreign language class. As a
result, students have something meaningful to communicate about that
relates both to the foreign language curriculum and to concepts of other
content areas.

For example, students participating in a unit on travel to a place where the
target language is spoken may have to prepare a final product based on
their research and choices. While the product would be a component of
presentational communication, the connections that this product makes to
other foreign language standards and to other content areas provide
meaningful information that enhances the quality of the communication. In
addition, students may have to make choices about their travel based on a
certain context. They will need sound cultural knowledge to make
appropriate choices, such as making accommodations for meal times for a
trip to Argentina. They may have to deal with currency conversions, a
concept that ties to both mathematics and the Connections standards. To
further enrich the task, students may either create or use an electronic
expense report form to justify choices within the constraints of a budget.
This type of presentation is not limited to reciting facts from research;
instead, students are using the language to tie into skills required in many
content areas and in the world of work.

Another example of making connections is the creation of a news
presentation. Tenth-grade students are assigned a project to create a 15- to
20-minute news broadcast that they will present to other students in the
school. Within their presentation, students need to provide both local news
and news of the target culture, graphics to support the presentation,
commercials and a "person on the street" live interview. Students will work
in small groups to plan, research and produce the broadcast. The broadcast
itself can be presented in a variety of ways (e.g., live, video recording, audio
presentation, Web-based multimedia delivery).
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Using manipulatives
capitalizes on students’ varied
learning styles and multiple
ways of knowing.

"In standards-driven
instruction, major projects or
units that determine day-to-
day instruction will allow for
the integration of all five goals
(communication, cultures,
connections, comparisons and
communities) as well as for the
development of a range of
language skills." Met, p. 53.
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Within the foreign language academic content standards, students are
making connections across all standards. Under Communication, students
are using interpersonal communication to do their planning, interpretive
communication to do their research and presentational communication for
their broadcasts. Under Cultures, students will be studying authentic news
broadcasts and commercials to see how these products are developed in the
target culture and how practices may need to be adjusted. Under
Connections, students are integrating their learning from other content
areas into the planning and production of the broadcasts, and they are
developing new viewpoints about that learning as they use authentic
sources in their preparation. Under Comparisons, students will compare
both the products and practices related to the project from their own
viewpoints and from those of the target culture. Under Communities,
students are taking their learning beyond the classroom by presenting their
broadcasts to other students in the school. They are using their own interests
to research and create content for the broadcasts, as well as planning who
within the group will work on each component.

Across disciplines, there are many natural connections in this unit. The
research component ties particularly well to English language arts, social
studies and technology. The creation of the script also ties to English
language arts. The development and use of graphics to support content
presented ties to the fine arts, mathematics and English language arts
standards. Dealing with the formal presentation of the broadcast
incorporates content from the fine arts, technology and English language
arts. Specifically, the unit provides connections to the following standards
of other content areas:

• Drama/Theater: Historical, Cultural and Social Contexts;

• Drama/Theater: Creative Expression and Communication;

• English Language Arts: Reading Applications;

• English Language Arts: Communication: Oral and Visual;

• English Language Arts: Research;

• Mathematics: Data Analysis and Probability;

• Music: Historical, Cultural and Social Contexts;

• Social Studies: Skills and Methods;

• Technology: Technology and Information Literacy;

• Technology: Computer and Multimedia Literacy;

• Visual Art: Historical, Cultural and Social Contexts.
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learning experiences.
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Connections to Improvement Initiatives
For foreign language educators, making connections across their own
standards and making connections across disciplines strengthens the
importance of the content area. The National Association of State Boards of
Education (NASBE) recently released  The Complete Curriculum: Ensuring a
Place for the Arts and Foreign Languages in America's Schools (2003). Among
the recommendations made by the study group is that foreign languages
be incorporated into the improvement strategies promoted by the No Child
Left Behind Act. Since foreign languages are now considered a core academic
subject, there is recognition that learning another language and culture not
only aligns with national priorities, but also with state and local priorities.
Thirty years of research indicate that students who study a foreign language
have many advantages. Improved achievement levels in English language
arts, better performance on standardized tests, increased creativity and
critical thinking and enhanced problem-solving skills are just a few of the
advantages that have been reported.

The foreign language academic content standards have been designed to
integrate aspects of all content areas. As a result, learning in the foreign
language class will tie into learning from other content areas on a frequent
basis. Learning from the language class will be applied to other content
areas as well. Making connections across foreign language standards and
across disciplines, with real-world applications, provides an explicit
support structure to meet the goals of the state's accountability plan as well
as district- and building-level improvement plans. The writing process,
reading and listening strategies, as well as incorporation of higher-order
thinking skills allow foreign language educators to directly address many
of the components important at the local level to improve student
performance.

Improved student performance is an overarching goal across the state and
across the nation. Ohio's Comprehensive Assessment System outlines the
assessment tools that will determine how well local districts and the state
are meeting established goals. While there are currently no foreign language
assessments mandated at the state level, language educators can review the
Ohio outline to see where specific content and subject areas will be assessed,
either formally or through diagnostic means, at any particular grade level.
This information can serve as a means of finding natural connections to
high-priority knowledge and skills that students will need in order to be
successful on those assessments. In addition, it will encourage open
dialogue with educators of other content areas to ensure that such
connections are appropriate for the assessment and grade level. A complete
implementation schedule of statewide tests is available on the Assessment
Office home page of www.ode.state.oh.us.
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"Foreign language education
today does not focus just on
rules of grammar and
vocabulary, but embraces
culture, history and
experiences within the larger
humanities context. With
today's ever-increasing
diversity—in the classroom,
workplace and community—it
is crucial that native English-
speaking students have a
greater understanding of the
cultural background of their
fellow classmates; and
perhaps more important, to
learn respect for diverse
cultures." National
Association of State Boards of
Education, p. 8.

Making connections supports
the goals of local improvement
plans.
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The Role of
Technology

Technology improvements over the years have provided foreign language
educators with a wide variety of options to enhance their teaching. The
move from relying primarily on text materials to the incorporation of
electronic and multimedia products has created many more opportunities
to address different learning styles and student interests. Furthermore,
students now can have additional interaction with the language that they
are studying beyond the classroom setting. Many means of delivering
input, practice opportunities and enrichment are now available to give
students a more interactive experience within and beyond the foreign
language classroom. Online textbooks not only reproduce a hard copy
textbook in electronic form, but some also provide audio and video files
that allow students to see and hear structured and authentic language more
frequently. Moreover, online assessments, both linked to a particular
textbook and more holistic assessments, are being developed to provide
more interactive means to assess students' performance.

To begin a discussion on technology, it is important for language educators
to remember that there are many forms of technology. While computers
and electronic resources are the most commonly discussed technologies in
education, it should be remembered that there are many types of technology
used in the foreign language classroom. Textbooks, dry erase boards,
manipulatives, recording and presentation devices, realia of all types and
supplies to create visuals and projects are all current technologies. The cave
paintings in Lascaux, the ruins at Machu Picchu, the remnants of
architecture from the Roman Empire and porcelain from the Chinese
dynasties exemplify technologies from the past. As a result, there are many
technologies at the disposal of foreign language educators to make teaching
and learning come alive.

While there is considerable interest in implementing technology into
teaching and learning, it must be implemented to best meet the needs of
both the teacher and the students. For example, students enjoy using online
technologies for practice in dealing with grammar, vocabulary, culture and
communicative functions. However, if such isolated practice does not link
to the overall goals of the lesson or unit, or if assessment expects students
to understand and create authentic communication, these discrete point
technologies are of limited use. While they may be suitable to reinforce or
review key components, students will not progress toward the ultimate
expectations without the opportunity to synthesize the components into
more cohesive and coherent communication.
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"Prior to the expansion of the
Internet, language teachers
had to go abroad to purchase
periodicals, books and videos.
Now, however, language
students have full access to
written material, video clips
and virtual culture sites."
Brown, p. 6.

There are many technologies
available to make teaching and
learning come alive.
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In addition, different technology applications will be of varying use for
students. As with differentiated instruction, a differentiated approach to
technology use needs to be considered, based on student needs. Students
who are gifted will respond more positively to activities that are more open-
ended and that require more flexibility; students with learning disabilities
may require technology that is more structured and supportive. Students
with physical disabilities may require a more consistent use of technology
to meet their particular needs (e.g., Ohio Relay Service).

For teachers, electronic technologies have a significant advantage: students
have more access to authentic sources and virtual experiences. The ability
to access current target language and culture texts quickly, to provide
students with increased opportunity to view authentic situations and to
hear authentic language, to have students communicate with speakers of
the target language regularly and to frequently incorporate students'
particular interests all serve as agents for consistent real-world applications
and higher levels of motivation. In addition, students now have the ability
to practice pronunciation beyond the classroom setting, as software
programs provide both input and the ability to record student language
production. Virtual experiences allow students to visit historical and
cultural sites without leaving home. The recent development of electronic
project learning has provided an additional layer of interaction beyond
simply making contact with other speakers of the language for the sake of
gleaning information. Students can now work collaboratively with students
all over the world on projects of mutual interest. Clearly, technology can
put Ohio students in immediate contact with the languages, cultures and
communities that they are studying.

The challenge of incorporating technologies into the classroom involves
careful planning. Availability and access, time allocations, student and
teacher experience, as well as best use all must be considered. For example,
if technology access is limited, educators might consider using learning
centers or whole-class presentation as a viable alternative to individual
students sitting in front of their own computers. If teacher or student
experience with technology is limited, technology coordinators or
consultants will need to be involved in the planning. If simple practice is
required, careful thought must be made to determine the best delivery of
that practice. Given the various constraints, are dry erase boards just as
effective and less disruptive than using online technologies? Another
important consideration is that allowing students to use technologies
creates a more student-centered environment. This transition from the
teacher as the means of delivery to the teacher as a facilitator requires new
paradigms in planning and management. For example, students
completing a travel planning unit might enrich their learning by using
online resources to explore travel options and costs followed by creation or
use of a spreadsheet designed to track their expenses. With the teacher in
the role of facilitator, students are more responsible for their own learning
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"These questions should be the
very foundation of our choice
to use technology to achieve
better instruction. In other
words, is the decision to use
technology a principled one?

1.What are my objectives for
the lesson?

2.What do I expect the
students to be able to
accomplish or do at the end
of the lesson?

3.Will any of these
communications
technologies facilitate the
students' success in
achieving the lesson
objectives?

4.Which, if any,
communications
technologies are best suited
to the particular tasks I have
chosen for my students to
perform?

5.Will the use of technology
hinder or help the students;
i.e., are they adequately and
appropriately trained in the
use of the technologies?

6.Do I feel competent in using
the communications
technologies I am asking my
students to use?

7.Am I just using these bells
and whistles because it's
Friday and/or I didn't plan
adequately for my lesson?"

LeLoup, in Guntermann, p.
111.
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and for the progress of their work. Both skills are deemed highly desirable
in the workplace.

Finally, in districts looking to expand the sequence of language study to
early grades, distance learning is becoming an alternative when a qualified
teacher is not available. While it is certainly not the ideal situation,
technology will allow younger students a means to begin language study
early in their education careers.

Foreign language specialists with limited knowledge of technology will
find guidance on technology implementation in the companion standards
for technology. The Ohio technology academic content standards provide
a set of clear, rigorous expectations for what all students should know and
be able to do. The technology standards address a broad range of
technology experiences with application in computer and multimedia
literacy, information literacy and technological literacy in order to provide
the best possible foundation for technology achievement.

  • Computer and multimedia literacy includes the ability to
appropriately use hardware, software applications, multimedia tools
and other electronic technology. It harnesses the use of educational
technology tools for productivity, communication, research and
problem-solving.

  • Information literacy is the acquisition, interpretation and
dissemination of information. Information literacy focuses on effective
methods for locating, evaluating, using and generating information.
Technology-based information literacy skills encompass the
utilization of the Internet and other electronic information resources
for research and knowledge building.

  • Technological literacy addresses the abilities needed to participate in
a technological world. It is the intersection of mathematics, science and
technology. It specifies unique knowledge, devices and capabilities
used to solve problems. It identifies career connections between
technology and the world of work. Technological literacy includes
technology education and pre-engineering concepts. (Academic
Content Standards K-12 Technology, p. 2).

The first two literacies embody much of the technology integration
currently taking place in the foreign language classroom. Computer and
multimedia literacy asks students to use computers, recording devices,
software and online resources to complete tasks, communicate with others
and locate information. Here, students are developing more mechanical
skills.

Information literacy asks students to develop skills in order to find and
evaluate sources of information and to determine the best use of
technologies. For example, students could study the advantages and
disadvantages of using Web-based translation sites. While advantages
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Technology brings the world
into the classroom.
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include speedy translation and lower cost, among the disadvantages are the
inability of such sites to adequately deal with figurative language, cultural
and dialectical variation, as well as the inability to consider a particular
audience or context. Another possibility would be how to best create a video
presentation for an audience in the target language and culture. Of course,
the first concern is the creation of a culturally appropriate video
presentation for the target audience. An additional concern is that video
formats vary among countries, so traditional formats such as video cassettes
and DVDs may not be viable options. Web-based delivery might provide a
more suitable solution. Other components of information literacy include
strategies for getting information, ethics related to technology use, judging
the quality of information and communicating effectively via technology.

Technological literacy expects students to use technology to solve problems
and make connections to the workplace. Primarily, technological literacy
involves redesign of products and processes to make a system work better.
Within this literacy, students might be asked to set criteria and test the best
ways to pack for a trip abroad. Given the parameters that luggage must fit
in overhead storage (to avoid the extra time of security for checked bags
and to make transferring locations more manageable) and must include
culturally appropriate selections of clothing, students must determine the
best way to pack their bags for a seven-day trip.

Given the size limits for carry-on bags, individuals or groups could generate
possible solutions for the best way to pack the necessities to fit in one bag.
Students may test their plans to see if any of the generated ideas work well.
If they are successful, they may need to determine which way works best.
If they are unsuccessful, additional solutions and tests will be attempted,
including changing the types of clothing to be packed or the manner in
which they are packed. Once a plausible solution has been determined,
individuals or groups might design a brief manual in the target language
with diagrams of their particular solution. The best solutions could then be
reproduced for the entire group. This form of literacy can easily be
transferred to work situations, particularly for students interested in design
for effective use of available space, manufacturing and shipping, clothing
design and the many careers that now involve travel. Beyond this example,
other components of technological literacy create natural connections to the
foreign language class. Global trade, technology transfer, making informed
decisions about technology, the history and development of technology
(particularly when related to the target cultures) and the impact of
technology on culture can provide rich dialogue and meaningful
exploration for students at higher levels of proficiency.

Each of the three literacies provides a different focus and level of thinking.
By incorporating all three literacies into teaching and learning, students are
better prepared to effectively use technology in daily life and to make the
transition to the world of work.
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Technology allows students to
create and deliver their own
work to a variety of
audiences.
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Beyond the implementation of technology for improved teaching and
learning, foreign language educators should be mindful of the ease new
technologies creates for communication purposes. Electronic delivery of
information allows teachers to communicate with an audience beyond
students. Parents and the greater community can be informed of the
progress of foreign language programs through the reporting of data and
information. Programs can highlight specific accomplishments and future
goals via e-mail, Web delivery and postings to bulletin boards and listservs.
These technologies also can be a valuable source for collaborating with other
education professionals (e.g., FLTEACH) and for locating local resources
available to enrich the curriculum (e.g., sister cities, local service
organizations such as Rotary International, cultural organizations such as
local museums and arts groups).

In summary, through the integration of various technologies into the
foreign language classroom, teachers and students are provided with a
wider variety of interactive opportunities than ever before. This variety
allows educators to address different learning styles as well as students'
different needs. It also provides educators with the ability to capitalize on
students' particular interests in a more efficient way, and to individualize
and differentiate instruction more easily. The potential for technology
integration is evident and in demand. Janice Paulsen illustrates the benefits
of technology integration in the foreign language class:

Today's electronic information and communication technologies
have made authentic intercultural contact and communication a
reality. If we harness them effectively, these new technologies not
only support the teaching and learning of other languages and
cultures, but also provide tools, strategies and practices that increase
student interest and performance. Today's students know the
technology, and teachers know the language. Together, they
become a dynamic teacher-learner combination. Integrating these
new technologies into foreign language instruction enables teachers
to tap and build upon the natural motivation of students (Paulsen,
p. 1).
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teachers in providing target
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The Role of
Assessment

Introduction
Ohioans are currently engaged in the important process of aligning critical
parts of the state's educational system to enhance the effectiveness of that
system in promoting learning. These critical parts include academic content
standards, instruction and assessment.

Ohio has developed and adopted clear, rigorous foreign language academic
content standards. As part of the ongoing process of aligning the
educational system, educators and members of the public need to know
whether students are meeting these standards. Assessment provides the
mechanism for students to demonstrate their understandings and skills
related to the content standards. A comprehensive and thoughtful
assessment system provides teachers with needed information about
student performance that can be used for reporting progress to students
and the public. Results provide students with a way to determine what they
are learning and what they need to do in order to improve performance.
Assessment results also enable teachers to reflect on teaching practices and
to plan instruction.
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must make clear what they
measure and they must
measure what we value most."
Gandal and McGiffert, p. 40.
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Guiding Principles of Standards-Based Assessment for
Foreign Languages
In synthesizing the research on educational assessment in general, and on
foreign language assessment in particular, several principles emerge to
guide the alignment of assessments with standards and instruction:

• Assessments must be based on agreed-upon standards;

• An assessment system must include a wide variety of assessment
types/strategies;

• Assessments must be based on clearly stated expectations, criteria and
standards for rating;

• Teachers and students must be actively involved in the assessment
process (National Forum on Assessment, in McTighe, 2001; Robinson,
N.D.).

Assessment procedures and exercises should be based on agreed-upon
educational standards specifying what students should know and be able
to do. The assessment exercises or tasks should be valid and appropriate
representations of the standards students are expected to achieve. In
assessing what is taught in the way it is taught, educators ensure that the
written, taught and tested curricula are aligned.

Traditionally, the field of foreign language has relied heavily on multiple-
choice, fill-in-the-blank and true-false tests. Yet, these are inadequate means
to measure many of the most important educational outcomes delineated
in the foreign language academic content standards and do not allow for
diversity in learning styles or cultural differences. "A sound assessment
system provides information about a full range of knowledge and abilities
considered valuable and important for students to learn, and therefore
requires a variety of assessment methods" (National Forum on Assessment,
in McTighe, 2001). Such multiple means of assessment might include paper-
and pencil tests, portfolios, open-ended questions, performance-based
assessments, individual and group projects, extended reading and writing
experiences that include rough drafts and revisions, teacher observation,
self- and peer-assessment and conferencing.
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"To assess student
understanding of important
ideas, we need to ask students
to apply their learning to a new
situation and explain their
responses rather than just
make selections from a list of
given alternatives. These
performance-based and
constructed-response
assessments can work in
combination with multiple-
choice items to provide robust
evidence of student
understanding." McTighe and
Thomas, p. 53.
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In daily life, it is common to listen to or read some sort of text. People then
discuss the ideas with others (e.g., reactions to a radio broadcast, an article
in the newspaper). Sometimes, they incorporate the information into
written or oral presentations (e.g, a sales pitch at work, a letter to the editor).
The performance assessment units developed by the ACTFL Taskforce of
Standards Assessment Design Project provide examples of just such
integrated tasks and how to assess each part. The four skills of listening,
speaking, reading and writing tied to the modes of communication (i.e.,
interpersonal, interpretive, presentational) should all be assessed in
modern language classes. For obvious reasons, benchmarks and indicators
focused on writing are not as applicable for American Sign Language.
Assessments in the classical languages focus most heavily on the
interpretive domain. To a lesser degree, items that tap into the
presentational and interpersonal domains also will be in evidence.

Foreign language educators must hold themselves and their students
accountable for meeting the standards. To facilitate this process, it is
incumbent upon them to include not only clearly stated student
expectations and criteria for each assessment, but also standards for rating
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assessments. Whatever system of assessment is used should be designed to
provide not just numbers or ratings, but also useful information on the
particular abilities students have or have not yet developed. Assessment
procedures and results should be understandable and reported in terms of
how well the standards have been met, keeping in mind the age of the
learners and the level of proficiency that can be expected, given the length
and intensity of the instructional sequence. The ACTFL Performance
Guidelines for K-12 Learners (Swender and Duncan, 1998) provide a necessary
starting point for developing reasonable expectations about how well
students can meet the standards. (See Program Planning section on how
well students should meet the standards at various proficiency levels.)

Assessment systems should be designed to assist both educators and
students in improving instruction and in advancing student learning. For
an assessment system to do so, teachers must understand its purposes and
procedures and must base assessments on the standards. Teachers should
be involved in the design, administration, scoring and use of assessment
tasks and exercises. Results should guide instruction and encourage
students to monitor their own progress. Thus, assessment is an ongoing
process shared between the teacher and students.

Ohio's Assessment System for Foreign Language
In general, there are three broad purposes of assessments. Diagnostic
assessment occurs prior to instruction and is used to determine students'
strengths and weaknesses in a particular area in order to place them into
appropriate levels of instruction and/or to differentiate instruction
accordingly. Formative assessment occurs during the learning process. It is
used to monitor students' progress toward meeting instructional objectives
and goals. Results shape current understandings so that repairs and
improvements can be designed. Summative assessment occurs after an
instructional sequence. It determines the extent to which students have met
their instructional goals or objectives and enables educators to
communicate results to students, parents and other member of the school
community. Results also are used to evaluate and improve the effectiveness
of instructional activities and assessment measures, and more generally, the
curriculum (Hall, 2001).

For foreign language, Ohio's assessment system relies heavily on district-
level assessments aligned to the academic content standards and to local
curricula. Each type of assessment provides invaluable information to
Ohio's educators, parents, students and communities. While each approach
to assessment supports the others, each also serves its own unique
purpose.
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student performance than a
single assessment can."
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Placement Tests

Students enter Ohio's foreign language programs with diverse experiences
in relation to language learning. Some students articulate from immersion
or partial immersion programs into traditional high school sequences.
Others come from countries where the language of instruction is the home
language. While no state-level placement tests exist, district foreign
language professionals should work together to develop valid and reliable
mechanisms for placing students, based on agreed-upon outcomes for each
level of instruction offered in the district.

Diagnostic Assessments

No formal diagnostic assessments have been developed for foreign
language at the state level. Rather, teachers may wish to design diagnostic
assessments drawn from the expectations found in Ohio's academic content
standards for use at the district level. Diagnostic assessments provide
common, district-wide instruments that yield objective perspectives on the
strengths and weaknesses of individual students. They also provide
teachers with important information for instructional planning. These
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assessments help identify students who need additional help in meeting the
content standards and in preparing for district-level achievement tests.

Classroom Assessments

The cornerstone of accountability for foreign language programs in the state
is ongoing classroom assessment. Good teaching practice embraces
assessing student performance and providing constructive feedback to
students. An important benefit of classroom assessment is that the feedback
is frequent and immediate. A rich blend of assessment measures, collected
over time, should be used to paint a complete picture of students' second
language abilities.

Achievement tests measure attainment of specific course objectives tied to
a specific curriculum. They should be designed to reflect proficiency goals,
presenting language in context and requiring students to use the language
beyond the sentence level to carry out realistic tasks. The focus is on
performance rather than on the ability to manipulate discrete items taken
out of context. Authentic assessment complements achievement testing by
eliciting appropriate demonstrations of knowledge and skills through real-
world application of facts, concepts and skills in new situations. Often,
authentic assessments specify the content knowledge, context, target
audience, purpose and product or performance expected. This allows for
direct measurement of students' linguistic and cultural abilities.

Classroom assessment can be used not only to evaluate student
performance and progress, but also to inform instructional planning so that
it better meets the needs of students. The information gleaned from
assessments can then be used to determine if further instruction is needed
and to shape the form instruction will take, such as remediation activities,
conceptual reinforcement with the use of different techniques or extension
projects for enrichment.

Classroom assessments also can be used to determine student readiness for
new content and skills, to monitor student progress in achieving new
expectations and to summarize student accomplishments. Teachers then
can plan where to begin instructional activities, decide how to pace
instruction and determine the degree of success brought about by the
instructional strategies used with students.

At key points in the instructional sequence, proficiency tests also should be
used to gather information about students' general language abilities. These
assessments are not tied to a specific curriculum. Rather, they assess global
linguistic proficiency. Teachers may choose to use instruments such as the
Simulated Oral Proficiency Interview (SOPI) or the Modified Oral
Proficiency Interview (MOPI) to assess speaking abilities. For students of
French, Spanish and German, valid and reliable measures of listening,
speaking, reading and writing may be obtained through voluntary
participation in The Ohio State University's Collaborative Articulation and
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Classroom assessment
provides feedback that is
frequent and immediate.

Proficiency assessments
gather information about
students' general language
abilities.

"Effective assessment helps
teachers and students
determine students' progress
in meeting their educational
goals and, more specifically,
their instructional objectives. It
also helps teachers to evaluate
the effectiveness of their
instructional activities, and
more generally, their courses
and programs." Hall, p. 113.
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Assessment Project (CAAP). All of these instruments require professional
development to build educators' capacity to use rubrics appropriately.

National Assessments

Ohio's assessment system is complemented through the state's
participation in the National Assessment of Educational Progress (NAEP).
Participation enables Ohio to compare the proficiency of its students with
that of students in other states. In this way, Ohio can ensure that its
standards are sufficiently rigorous and that instruction prepares students
for such assessments. Currently, only Spanish students participate in the
NAEP. Plans are underway for students of Japanese to be included in the
near future.

Regardless of the language being studied, the NAEP framework offers
excellent guidance for classroom and district-level assessments. Listening,
speaking, reading and writing skills are assessed within three modes of
communication: the interpersonal mode (two-way, interactive
communication), the interpretive mode (understanding of spoken or
written language) and the presentational mode (creating spoken or written
communication). Tasks reflect authentic communication called for in daily
life, school and work. Assessment tasks focus on four interrelated goals that
provide the basis for communication:

  • gaining knowledge of other cultures;

  • connecting with other academic subject areas to acquire knowledge;

  • developing insights into the nature of language and culture through
comparisons;

  • participating in multilingual communities at home and around the
world.

Performance is evaluated on how well the student understands
(comprehension) and can be understood (comprehensibility). The criterion
of comprehension/comprehensibility subsumes language knowledge, the
appropriate use of communication strategies and the application of cultural
knowledge.

This brief description of the NAEP should resonate with Ohio teachers
familiar with the national Standards for Foreign Language Learning and with
Ohio's standards. The overarching goals and the modes of communication
align with both.

Voluntary participation in other national language contests also provides
Ohioans with an objective lens through which to judge the state's programs.
Through national language associations, students can take part in Russian,
Latin, French, Spanish and German assessments. One caveat is in order,
however: a narrow focus on discrete grammar and vocabulary items does
not equate with true language performance and does not provide a
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complete picture of student performance in relation to a standards-based
curriculum.

Rubrics

Rubrics have become critical to describe performance relative to foreign
language standards. There are two types of rubrics—holistic and analytic.
Holistic rubrics use multiple criteria to produce an overall score. Analytic
rubrics isolate specific elements, give criteria for evaluating each element
and assess and score each separately. Analytic rubrics are more time-
consuming to create, but provide more detailed feedback. For example, a
composition might be rated on content, organization and cohesion in either
a holistic or analytic fashion. (See sample rubric at the end of this section.)

Rubrics are evaluation tools consisting of evaluation criteria, a fixed scale
(e.g., four points, rarely-always) and a description of the characteristics for
each position on the scale. Good rubrics not only provide criteria, but also
descriptors or examples for each level of performance. The benefits of using
rubrics include: (1) providing teachers with specific criteria for evaluating
student products and performances; (2) increasing consistency of
judgments among teachers and (3) providing clear targets for instruction.

Rubrics are often developed jointly between teachers and students. In this
manner, students are involved in setting goals and criteria for assessment
and are empowered to articulate standards for good performance. Anchors
or examples at each point value on the rubric also provide students with
transparent criteria against which to judge their own work. Effective
feedback based on rubrics should be specific, descriptive, understandable
and timely.

Conclusion
Multifaceted assessment allows educators to determine students' growth
and development over time. Without assessment, it is impossible to gauge
student's attainment of the standards. Ohio's aligned system of standards,
instruction and assessment helps to ensure that all students are prepared
to meet the rigorous linguistic and intercultural demands of the new
century.
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Sample Vignette:
Rites of Passage

The vignette presented in this section is just one example of how to
implement Ohio's foreign language academic content standards in the
classroom. The vignette illustrates how instruction can be designed for a
single lesson that is embedded in a larger unit of study.

This example may be used to foster dialogue among teachers about
designing complete units and planning daily lessons. Although the
benchmarks and indicators are presented as separate statements of
knowledge and skills, the intent is to promote integrated instruction.
Creating lessons and units that address several indicators and benchmarks
brings focus to and makes connections for students in foreign language
classrooms.

The foreign language department at Robcon High School has decided to
use the theme "Rites of Passage" as the basis for instruction for foreign
language week with their classes of predominantly 10th graders. The theme
was chosen to reflect the interests of high school students who wish to know
what their peers in target cultures experience(d) at various stages of their
lives. The theme also allows integration across the foreign language
standards and across disciplines. In addition, the theme enables students
to practice a range of linguistic functions (e.g., describing, narrating, asking
questions), using typical vocabulary and structures (e.g., names of family
and community members, types of dress, age, food, actions), with cognitive
tasks appropriate for their ages. Expectations are linked to students' current
level of language proficiency.

Teachers know that some of their students took foreign language in middle
school, while most began foreign language study in high school.
Consequently, most learners are still in the novice level of proficiency.
Students' ages range between 15 and 19. Several of the classes (Spanish,
Japanese, Arabic) have heritage language learners. There are also a few
graduates from a neighboring district's kindergarten through grade eight
partial immersion program in some of the classes. Interpretive and
productive skills for these two groups will vary based on an individual
student's experiences with literacy development and/or use of a prestige
variety of language.

Planners have based the unit on the following 10th-grade indicators (except
for one ninth-grade indicator in Connections) from the foreign language
academic content standards that build to the aligned benchmarks following
grade 12:
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During the pre-assessment phase of planning, students are asked to
generate a list of rites of passage individually for homework, based on their
current understanding of the term. They use background knowledge, ask
parents or search the Web to complete the task. The next day, they share
their lists in pairs then report to the whole class. As a class, they generate a
working definition for "rites of passage." This serves as the pre-assessment.
The teacher will use this information to plan future instruction. As a final,
pre-instruction activity, the teacher distributes a list of chronologically
arranged rites of passage from the target culture. Students prioritize the
rites about which they would like to learn more. After department faculty
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members review student preferences, each class is assigned several
culturally appropriate rites to research.

During the first day of instruction, students brainstorm a list of questions
they wish to answer in relation to the rites assigned to them. For example,
the American Sign Language (ASL) class wishes to explore if individuals
with hearing impairments are subject to the same laws of conscription into
the armed forces as the general population. Students want to know:

  • Are people with hearing impairments drafted?

  • If so, are they given interpreters?

  • What if they voluntarily enlist?

  • Is there an obligation to provide an interpreter?

  • Are there limitations on the nature of military assignments for
individuals with hearing impairments?

  • If not, and the person is assigned to a combat zone, does the interpreter
also have to go?

  • How does the hearing-impaired community feel about their
opportunities/lack of opportunities to serve the country?

Meanwhile, the Latin class is tackling the right to own property. Their
questions focus on the following:

  • Is there a certain age at which people could own property?

  • Could both men and women own property?

  • Could anyone from any class own property or was ownership limited
to certain classes?

  • Were there differences in responsibilities for those who owned
property and for those who did not (e.g., paying taxes, keeping
property clean)?

Given the controversy over wearing the head covering of Muslim students
in France, the French class generated the following list of questions:

  • At what age does a Muslim girl start to wear the hijab?

  • What does it symbolize? Is there a corresponding symbol for young
Muslim men?

  • Is there a ceremony associated with the first wearing of the hijab?

  • If so, who is invited, where is the ceremony held and is there special
food served?

  • Are there freedoms/losses of freedoms associated with wearing the
hijab?
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  • Are there responsibilities associated with wearing the hijab?

  • How do young Muslim women feel about wearing the hijab?

  • How do other young French people feel about young Muslim women
wearing the hijab in school?

To begin the students' search for answers to their questions, each foreign
language teacher has students work through a general text on one of the
rites. Audio and video texts are captioned so that hearing-impaired
students may use them. Written and signed texts are accompanied by audio
versions for visually impaired students. Using charts, semantic webs or
other appropriate graphic organizers, teachers help all students identify the
main idea and supporting details associated with each rite. Students build
their knowledge of vocabulary and structures related to each rite by filling
in information during multiple sweeps of the text. Teachers also provide
comprehension questions prior to and following instruction so that all
students can extract essential from nonessential information.

Students are put into heterogeneous groups of three to four to review the
comprehension questions and to further wrestle with the ideas presented
in the text. The teacher ensures that students who are gifted, students with
learning disabilities, students at risk, former immersion students and
heritage language learners are paired with remaining students. Students
work to arrive at the best, most linguistically accurate responses to the
comprehension questions. Each student is responsible for writing the
answers as the teacher will pick only one paper to represent the group's
work for a grade. This activity serves as one of many formative assessments
during the unit. The teacher will base explicit instruction of grammatical
features on these responses and also will clarify misunderstandings of
content.

Once representative papers are collected, each group is given a prompt for
discussion to extend the ideas from the text students just used. The Spanish
teacher asks students to compare what they learned about the quinceañera
with their knowledge of "sweet 16" celebrations. The German teacher asks
students to discuss the pros and cons of having or not having a drinking
age. In Japanese class, students discuss the similarities and differences
between getting one's first job in Japan and in the United States. Knowing
that interpersonal communication relies on negotiation of meaning and
special gambits for taking the floor, or disagreeing with a fellow group
member, the teacher reminds students to take out their lists of
"interpersonal communication helpers" prior to beginning this activity.
Students take turns stating facts and offering opinions during the remainder
of the class period.

For homework, the teacher asks students to talk at home about what they
learned in school. Parents or guardians are asked for their reactions to or
opinions about the ideas their children share. Students then portray their
own and their families' thoughts through written summaries, recorded oral
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summaries/videos or diagrams with labels. This assignment serves as
another means to assess individual student achievement toward the
indicators and benchmarks.

The next day, the teacher asks several students to share their families'
thoughts on the rite. Based on common errors from the homework and from
the previous day's comprehension questions, the teacher guides the class
in explicit grammar activities and helps students clarify misunderstandings
of content through leading questions.

Over the course of the unit on rites of passage, students work through a
variety of multimedia instructional resources in their search for answers to
their initial questions. The teacher groups students according to ability for
some of the tasks embedded in the unit so that students who are gifted work
through more challenging authentic resources and/or can pursue issues in
greater depth. Ability grouping also enables teachers to work more closely
with learners who need more concrete, step-by-step approaches to tasks.
Other activities will be done individually, in pairs or in cooperative learning
groups.

The connections that students have made with key pals and teachers'
contacts with professionals in many walks of life afford students the
opportunity to tap into information, feelings and opinions of the target
community in relation to many of the rites. For example, the ASL teacher
arranges a video conference with an Army spokesperson conversant in
ASL. The Latin students compose written questions as a group via a
computer and display screen to e-mail to a renowned Latin scholar. The
French class develops a survey about the Muslim head covering to send to
their key pals.

The performance assessment on the unit will entail preparing a product
(e.g., electronic slide show presentation, written report, poster presentation,
original conversation or play) in small groups reflecting students'
knowledge about the assigned rite. Each product also must have an
accompanying comprehension task (e.g., grid to fill out, true/false or
multiple choice questions, selecting an appropriate visual) for other
students to complete as they listen to or view the presentation.

The rubric against which students' work will be judged is jointly
constructed by the students and the teacher based on the following
questions:

  • Does the product clearly define what a rite of passage is?

  • Does the product contain accurate information about the rite of
passage in question?

  • Is the information presented in a comprehensible way?

  • Do graphics and use of multimedia enhance the product?

  • Does the product use vocabulary and structures appropriately?
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  • Does the comprehension task allow the audience to glean important
main ideas and significant details about the rite?

The teacher refers to anchor presentations to show students exactly what is
expected on the resultant analytic rubric. The rubric has both a score (e.g.,
four, three) and a description (e.g., "complete definition," "some elements
missing") related to the criteria of definition of the rite, accuracy (content
and linguistic), comprehensibility and effective use of graphics and
multimedia.

Throughout this vignette, the foreign language teachers incorporate
standards, benchmarks and indicators in ways that address various
learning styles, multiple ways of knowing and student readiness. They use
whole class, individual, pair and group activities and a variety of
instructional methods and resources so that all students can experience
success in meeting the expectations of the 10th-grade foreign language
academic content standards. The circular process for planning and
delivering standards-based instruction (assess, revise, teach, assess) is
clearly in evidence in this department.

Educators discuss how to use the state standards at the local level.
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