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Empowering young learners through language and culture challenges us to dig deeper and go beyond 
the typical holiday and food unit. Shared learning experiences such as learning immersed in another 
language and learning similar topics help cultivate emerging global leaders. Datta, Kim, and Hung Vo 
suggest immersion students may acquire a more in depth understanding of the metric system consider-
ing it is the measurement system of choice not only in French speaking countries, but rather around the 
globe as well! 

Also in this edition of Learning Languages and fresh off the press, Dr. Jacque bott Van Houten shares 
with us examples of the Intercultural Communicative 
Competence (ICC) Can-Do statements. Dr. Patricia 
Davis Wiley and Ms. Hong Li advocate for increased 
instructional time in another language as their research 
demonstrates the benefits to student learning. Dr. Karen 
Acosta discusses empowerment through reading and 
community one book at a time and Godwin reminds us 
why we are better together!

In addition to reading the thought provoking articles be sure 
to check out NNELL’s sponsors. With their support we are able 
to continue our advocacy efforts, provide quality professional 
development and networking opportunities. 

As part of providing quality professional development and networking opportunities, we hope you 
can join us as NNELL continues to host an annual summer institute tailored to bring early language 
learning specialist and educators. This year, NNELL’s Kentucky representative, Jennifer Kennedy, 
describes her experience at the 2016 Summer Institute in Louisville, Kentucky. Kennedy shares how the 
face to face experience with other early language educators offered a place to express frustrations, share 
challenges and success, as well as inspire new ideas and renew motivation.

Lastly, as the quote indicates, “we stand on the shoulders of giants”, NNELL presented its founding 
members with honorary lifetime memberships during the annual breakfast at the ACTFL Convention 
in Boston. Founding member, Nancy Rhodes, shared stories and pictures of the dedicated group of inno-
vators and advocates of early language learning. As I pass the baton to President Elect, Nathan Lutz, I 
want to thank departing board members and “giants” Rita Oleksak, Diane DeNoon, Tammy Dann and 
Janine Erickson for their dedication and support to early language learning.  

Nadine Jacobsen-McLean
NNELL President

President’s 
Message

Emerging Global Leaders
Empowering Young Learners through Language and Culture
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By Stacie Nevadomski Berdan
If foreign languages open doors 

for children, then exposure to the 
broader cultures from which those 
languages come fills the rooms 
beyond those doors with real people. 
The rich excitement of new cultures–
the smells and tastes of foods, the 
colors and drama of art, the details of 
stories, and rhythms of music–engage 
children’s senses. And those fulfilling 
sensual encounters teach children 
that the new and different can be 
wonderful rather than scary and 
strange. In turn, such fun experi-
ences build curiosity and appetite for 
other cross-cultural interactions and 
adventures, the cumulative effect of 
which is that the child is eventually 
enabled to function as a global adult. 

But cultural exposure doesn’t 
happen in a vacuum. To be truly 
authentic, it needs to be incorporated 
into an individual’s lifestyle, mindset, 
and belief system. In all societies, 
the parents, teachers, caregivers, 
and friends who surround children 
from birth help craft their beliefs and 
values. But unless the child is also 
exposed to people of other cultures, 
he or she will grow up to be a product 
of only his or her native culture, a 
perfectly acceptable result from time 
immemorial, but a demonstrable 

liability in today’s increasingly global 
society. 

It all begins with inspiring cultural 
curiosity. Music, literature, movies, 
and art are ways that human societies 
and individuals come to understand 
themselves. From both the “high 
arts”–from paintings to symphonies–
to “low arts”–pinch pots to crafts 
– we express ourselves as individuals. 
Thus, learning about art, literature, 
music and movies is a powerful way 
for children to learn about 
themselves and the world. 

Food is a fun way to 
explore a culture and open 
up children’s minds and 
palates. What we consume, 
how we acquire it, who 
prepares it, who’s at the 
table, and who eats first is 
a form of communication 
that is rich with cultural 
meaning, yet one that is 
taken for granted in our own culture. 
Exploring the difference between 
how and what different people eat 
leads to all kinds of questions about 
local economies, geography, social 
hierarchy and more. “Why do they 
use chopsticks in China” or “why 
are spicy foods common along the 
equator, where it’s hot, and heavy, 
rich foods more common where it’s 
cold” can’t help but make a child 
appreciate that there is a reason 
behind behavior that is different. 

But to be effective, kids have to 
be part of these experiences from 
an early age and encouraged to ask 
questions. “Why do they use scrolls 
in China”, or “what instrument is 
making that sound in the Peruvian 
song,” or “why are children wearing 
those clothes in the picture book 
about Mongolia?” If we encourage 
young learners to ask questions, and 
we seek to answer them even if it 
means looking it up, we reinforce the 

notion that asking questions is not 
a waste of time but rather a valuable 
way to learn about people and other 
cultures. 

Moreover, the young learner who 
wants to know “why, why, why?” 
is more likely to become the teen 
who explores issues deeply and 
the adult who succeeds in figuring 
out how to make things work. 
Therefore, continuing these early 
childhood experiences into tween 

and teenage years enables acceptance 
of people who are “different” more 
readily. Moreover, they will have a 
much more expansive definition of 
“different,” one that allows them 
to become both more reflective of 
their own culture and appreciative 
of what other cultures have to offer. 
In time, this openness to different 
approaches will help them become 
better problem-solvers and team 
players, encourage them to pursue 
foreign language study, as well as 
prepare them as high school and 
college students for global adventures 
such as exchange and study abroad 
programs. In the long run, this early 
cross-cultural exposure will foster the 
global competency and development 
of the skills that today’s employers 
seek. 

Let’s teach kids that the world is 
a fascinating place, made richer by 
the diversity of cultures. If we’re able 
to that, then we just might succeed 

Parent’s 
Corner

Laying the Foundation with Young 
Learners for Developing Global Leaders  

Stacie Nevadomski 
Berdan is the mother 
of twins, a seasoned 
global executive and an 
expert on international 
careers. She is the 
author of six books 
on the intersection 
of globalization and 
careers, including 
the best-selling “A 
Parent Guide to Study Abroad” (IIE 2015) 
and the award-winning “Raising Global 
Children” (ACTFL 2013). www.stacieberdan.
com #raisingglobalchildren #livethelanguage 
#languagematters
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Pascal Datta and Yung-Hee Kim are 
both French immersion teachers in a dual 
immersion program at a pre-kindergarten 
through fifth grade elementary school close 
to a big city in the Southeast. Additionally, 
their elementary school has a separate 
magnet program for students with an aptitude 
in mathematics or science. Together these 
two programs provide students with a unique 
learning environment; school amenities 
include a science lab and a nature center.

Michael Vo: Can you describe your immersion 
program?

Yung-Hee Kim: Our program can be 
described as a one-way foreign language 
immersion program where students receive 
half of their academic instruction in 
French and the other half in English. For 
example, a typical day for my homeroom 
students would be to learn about math and 
science in French with me in the morning. 
Then, they would go to my cooperating teacher to learn about 
language arts and social studies in the afternoon, and I would 
teach the same lesson to my cooperating teacher’s students. In 
this manner, all of the students are able to obtain input in the 
target language every day so that they can acquire the language 
through content-based instruction, where there is an emphasis on 
subject matter as a way to teach foreign language instead of older 
models that focused on the target language grammar. We started 
our first kindergarten class in fall 2013, and each year we have 
added a new class for every consequent grade level. So, the first 
class of French immersion students is now in second grade. 

For the most part, the majority of our students are not native 
speakers of French; as a result, they are learning French as a 
foreign language, and consequently, most of our students will not 
have the language input needed for communicative proficiency at 
home. Yet, in some cases, students might have parents that know 
the target language, but it might just be easier for them to com-
municate in English because it is easier to speak the dominant 
language in lieu of trying to maintain the target language only in 
the home.

Pascal Datta: It is also interesting to note that even the students 
that have a French-speaking parent might not receive input in 
the target language because their partner does not speak the 
language. For example, I had a parent come today that asked me 

what they could do to speak more French at 
home.

Michael: Are students at a disadvantage for 
learning content, such as math and science, in the 
target language?

Pascal: As a first-grade teacher, I do not think 
that it is a problem for students. The concepts 
are all the same between the dominant 
language, English, and the target language. 
For example, if the student understands the 
concept of condensation, he or she will likely 
understand it if I say it in French or in English 
because students are able to understand 
cognates. The majority of scientific words 
are also similar to one another, and I have 
found that students that do not understand 
“la condensation” have not understood the 
concept in general. The same can be said of 
math skills, I am introducing word problems 
to my current class, and it has not been 
problematic for them.

Yung-Hee: I think that it goes back to making sure that the 
point comes across with students. For instance, if I was teaching 
a concept in the dominant language, I might not be as insistent 
that the students understand because I have an assumption that 
since students are hearing English that they will understand the 
material. However, that is not the case with immersion teaching. 
I think that, as immersion teachers, our lessons are more 
intentional. We have to work harder in order to make sure that 
students understand the concept.

Pascal: That’s right. At the end of the lesson, we have to make 
sure that the information was comprehensible for our students. 
This means that we cannot talk about something that is com-
pletely new to them; we have to build upon the prior knowledge 
that they have regarding the concept by relating it to things in 
their environment, which follows Krashen’s input hypothesis 
where we are challenging students a little bit more every day in 
the target language so that they can acquire it.

Michael: If parents do not speak the language, how can they help your 
students understand the subjects at home?

Pascal: We decided to get parents involved with their children’s 
education by sending homework home in English. This allows 
parents to help their children with the homework while also 
reinforcing the concepts that are taught in class. Parents are also 

GETTING 
IMMERSED IN 
IMMERSION 

QA&
A 

CONVERSATION 
WITH 

PASCAL DATTA AND 
YUNG-HEE KIM

BY 
MICHAEL VO
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given a review of what we did in class in 
English so that they know what is going 
on in the classroom, and it keeps them 
involved. At the same time, this helps 
students reinforce concepts taught in the 
target language with vocabulary from the 
dominant language; therefore, it helps 
fill possible knowledge gaps by giving 
students both sets of vocabulary. 

Yet, this is not to say that there is any 
English in my classroom. Students know 
that my classroom is a French-only zone, 
and they know that once they come in 
they have to speak the target language; 
therefore, there is nothing in my 
classroom that is in English.

Michael: How do you keep your students 
engaged and moving throughout the day?

Pascal: Like other teachers, we are our 
students’ cheerleaders. We move around 
the classroom in an effort to facilitate 
student motivation for the lesson, and 
we get our students to move around with 
different types of activities in order to 
appeal to different types of learners. By 
getting students to move more, we are 
promoting student engagement by also 
incorporating more tactile activities for 

kinesthetic learners through the use of 
manipulatives.

Yung-Hee: These types of activities, even 
if they are used with stations, are easy 
ways for us to perform comprehension 
checks in order to pinpoint which 
students are lost and need more support. 
Moreover, students are doing all of the 
work in these activities; we have given 
them what they need to talk about the 
concepts, but students are the ones who 
are doing the activities. To that end, it is 
interesting to see how students will use 
what they know in order to negotiate 
meaning between themselves, and that 
is the point. We want students to use 
the language because we cannot talk all 
the time, and by creating the language 
themselves, they are more likely to 
become more autonomous life-learners 
when they leave our classes. 

Furthermore, if they cannot use the 
language, they cannot show what they 
have learned. Additionally, they will 
likely have problems developing other 
core skills such as reading and writing in 
the target language. 

Michael: When planning your classes, what do 
you make sure to include for every class?

Yung-Hee: It kind of goes back to the 
concepts that I try and establish at the 
beginning of the year for every class: 
classroom expectations. I make sure that 
my students know that we are all going to 
work together throughout the year, and as 
a result, we have to support each other in 
the classroom. This idea of a family in the 
classroom helps my students become more 
comfortable with each other and me, and 
it helps them become more confident 
since they will have a low affective filter, 
reduced emotional and motivational 
factors like anxiety or boredom, in a 
comfortable, safe environment.

Furthermore, we always have to think 
about the logistics of the day. Since our 
students are going between our French 
classes and our English language teachers’ 
classes, cooperation between the two 
sides is essential because if students are 
struggling over a particular concept in 
French, my cooperating teacher will 
briefly bring it up in her class so that 
students are still getting the vocabulary in 
both languages while also reinforcing the 
general idea of the topic. 

Pascal: To be honest, it needs to be 
seamless. We try to incorporate a lot of 
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transitions and activities in the class so that students are kept 
on edge. This is also important because kindergartners and first-
graders have a lot of energy and can get bored if they are doing 
the same activity for an extended amount of time. The routines 
that I have developed in my classroom also include a number of 
learning checks and formative assessments in order to see how 
my students are receiving the material that I am presenting to 
them. It is always a process to see whether or not I have lost the 
students; thus, it is important to make sure that students have the 
vocabulary that they need in addition the general concepts of a 

lesson. By also using gestures and pictures, I am able to scaffold 
students’ understanding. However, this cannot be teacher-
centered; it is student-centered. Consequently, opportunities 
that allow students to produce the language are imperative in the 
classroom. 

Michael: If we are considering the American Council on the Teaching of 
Foreign Languages (ACTFL)’s World-Readiness standards for learning 
languages for cultures, how do you integrate culture into your lessons?

Yung-Hee: I think that incorporating culture into lessons might 
not be as obvious at this level compared to other levels. Students 
still have the possibility to compare and contrast their culture 
with the target culture, yet, it might not be something obvious 
like why the French eat bread with every meal. Our culture 
components might relate more with themes like the French start 
writing in cursive at a young age or that they write numbers 
differently than we do. However, we can still integrate cultural 
perspectives such as France’s use of the metric system and why the 
temperature is in Celsius instead of Fahrenheit.

Pascal: We also incorporate other fun things like poisson d’avril 
and compare it to April Fools Day, but we are not talking about 
anything too serious like politics because we want to share 
the target culture with our students at a level that they can 
understand.

Michael: Since you teach with content-based instruction, how do you 
integrate foreign language principles into the classrooms as early childhood 
educators?

Yung-Hee: I know about Krashen, and to some extent, we do 
apply theories and methods from what we learn from workshops 
and conferences into our classrooms. However, because there are 
so many different models for immersion programs, we decided to 
emphasize students’ literacy skills in English first as they develop 
their oral proficiency in French. This is important because we are 
early childhood educators before we are French teachers. There 
are many different factors, such as students’ developmental stages, 
that we have to take into account when teaching our students. 
Resultingly, we do not have an established model that we use 
when planning since immersion instruction is new in Georgia, 
and we are always looking for new methods to try out. Regardless, 
we are excited for it. 

Pascal: That is what makes this so interesting for us. We aim for 
students to develop literacy in the target language when they 
are closer to second and third grade, but there are already some 
students that are trying to transfer these skills earlier. 

Foreign language principles are important in our lessons, but 
we are not in these classrooms to teach French. In fact, one 
of the struggles of immersion teaching is that students need 
to understand the language, and eventually, they must be able 
to read it. Because we focus on oral skills first, students learn 
grammar implicitly, without direct translations and instructions, 
while they are talking about content material in French in lieu 
of lessons where students focus on grammar rules. This approach 
makes teaching immersion like any other early education 
classroom where the teacher builds students’ oral skills while 
trying to teach students how to read because students are using a 
trial and error approach to learning. In our case, we are just doing 
it in the target language.

Michael: How does your immersion program benefit your students after 
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they leave this program? What are the benefits 
of the immersion program compared to a FLES 
model?

Yung-Hee: It is difficult to imagine how 
our program will benefit students because 
our students have not left yet; however, 
in the three years of the program we are 
already seeing progress in our students. 
In general, it has given them a lot of 
confidence because they know something 
that not a lot of their peers will encounter 
until later in their education. This skill 
set also helps students build their global 
competence by being able to look at 
things from different perspectives, and 
this is developed further because students 
start to compare their culture and the 
target culture. 

Pascal: I think that this program allows 
students to be comfortable with opening 
their minds to new things that they would 
not otherwise. For example, these stu-
dents are constantly interpreting what is 
being said in the classroom, and therefore, 
they are comparing and contrasting their 
language with the target language every 
day. Furthermore, this allows them to 
develop their problem solving and critical 
thinking skills because we are constantly 
making it a little harder for them while 
we expand their content knowledge. 

Michael: What are some struggles you face as 
an immersion teacher?

Yung-Hee: One of our biggest hurdles 
is combining foreign language and early 
childhood education theories. I’m cur-
rently interested in students that are 
struggling in immersion programs. It is 
easy to say that students are struggling in 
immersion, and as a result, parents should 
get them out quick. However, from what 
we are seeing in our program now, our 
students are performing just as well as 
their counterparts outside the immersion 
program at our school. Furthermore, it is 
interesting to figure out which strategies 
will work with our students since every 
year is a new puzzle where we have to 
figure out why students are struggling.

Pascal: Even then, a student might be 
struggling in the immersion program 
because they are not ready developmen-
tally for school, and it is highly plausible 
that they are still trying to figure out the 
dominant language. 

Another obstacle that we are currently 
facing is whether or not what we are 
doing here is the “right thing” with the 

material that can be found in the field. 
As a result, there is an uncertainty that 
we face every day, and there are always 
moments where I might second-guess a 
particular lesson or activity. However, 
that is what makes immersion interesting.

Michael: What advice would you give to new 
immersion teachers?

Yung-Hee: Collaboration is very impor-
tant. As an immersion teacher, you need 
to be open-minded about everything 
that is going on around you, and because 
immersion programs are relatively new 
to Georgia, there are days where you are 
going to have to be very flexible with your 
students. For example, days with unex-
pected challenges such as a fire drill or a 
mock intruder alert can be very painful 
because this can be completely outside of 
the students’ level of language that they 
have already acquired. Therefore, some-
times you need a contingency plan; for 
example, when we had a mock intruder 
alert two weeks into school, I held up a 
flower, and then, I could speak English in 
the classroom to explain what was going 
to happen to the students. 

Pascal: Finding support is also very 
important; collaborate with other target 
language teachers. It is always easier to 
talk to someone in order to think of new 
ideas; this is important when planning 
your lessons, but you cannot plan only 
the lesson. There are always a lot of 
variables in early education classes; thus, 
spontaneity can help when faced with an 
unforeseeable situation. 

Yung-Hee: I think that we were lucky that 
we have a very supportive community 
that is excited about immersion from 
parents and administrators. For that 
reason, finding a community that supports 
you is important because I do not think 
that immersion education is a fad that 
will be disappearing soon.
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by Dr. Jacque Bott Van Houten
The NCSSFL/ACTFL Can-Do statements for language have 

proven to be an effective tool for curriculum and lesson planning, 
rubric development, and self-assessment at all levels of teaching 
and learning. Now, in light of the refreshed national standards’ 
Cultures goals (2013) promoting a more participatory and active 
engagement with culture through language, a new supporting set of 
Can-Do statements have been 
developed.

The Can-Do statements for 
Intercultural Communicative 
Competence (ICC) in a learned 
language will guide educators to 
implement the Cultures’ goals in 
their teaching by:

•	 showing how language 
can be learned through a 
cultural lens

•	 suggesting sample tasks-
based ICC learning goals, 
and

•	 describing scenarios for 
reflection both in and 

outside of the classroom. 
HOW WAS THE TOOL DEVELOPED?

The ACTFL task force that developed the tool drew upon state 
intercultural standards, the Interagency Language Roundtable Skill 
Level Descriptions for ICC (2012), and the intercultural models 
of Michael Byram (1997), Darla Deardorff (2006), Alvino Fantini 
(1997), and Milton Bennett (1993). 

It is important to be aware of 
what the Can-Do Statements 
for ICC are and what they are 
not. First and foremost, the 
tool not a cultural competence 
scale. Rather, it uses the ACTFL 
proficiency scale to describe what 
cultural competencies learners can 
demonstrate through a learned 
language. Benchmarks, indicators, 
and sample learning targets, based 
on investigation and interaction, 
show a progression of language 
and behavioral skills that reflect 
changes in a learner’s knowledge of 
their own and others’ cultures. 

Can-Do 
Learning 

TAKES ON AN 

Intercultural 
Dimension 
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Specific elements were taken into consideration while 
developing descriptors for the tool, for example:

•	 a wide variety of topics appropriate for traditional language 
programs, immersion programs

•	 areas of particular IC relevance, such as stereotyping, bias, and 
globalization

•	 an audience of K-to-life learners
•	 learners’ cognitive development

THE CAN-DO FOR ICC STATEMENTS
Each section of learning targets begins with an “I Can…” to 

reinforce the idea that the document is not prescriptive, that it’s not 
suggesting a curriculum to be followed. These are sample learning 
tasks that teachers and learners can use to set their own context-
driven targets and goals. 

Paired Investigation and Interaction tasks, like the ones below, 
shows how exploring and interpreting an element of culture can 
lead to a communicative interaction that builds understanding, a 
first step toward interculturality.

Novice Level Investigation: 
In my own and other cultures I can identify locations 
to buy something and how culture affects where people 
shop. 

Interaction: I can use rehearsed behaviors when 
purchasing items in a familiar setting.

The Can-Do statements are also shown in progression 
across ACTFL proficiency levels from Novice to Distinguished. 
This approach demonstrates how tasks based on a theme of 
transportation, for example, can be handled at different levels of 
proficiency. 

Glastonbury Elementary teacher Dorie Perugini teaches a unit in 
which her 4th grade Spanish students explore and answer essential 

questions about similarities in transportation in the U. S. and the 
Caribbean. Taught in collaboration with the classroom teacher, hers 
is an interdisciplinary unit that aligns to the following goal:

Investigation: In my own and other cultures I can 
identify how people travel from one place to another 
(e.g., driving, taking the train, riding a bike, etc.) and 
why they choose to travel this way. 

When Kasey Fields has her St. Matthews Elementary School 
third graders look at pictures of Mountainview Elementary School 
and work together to create simple questions to ask their Quebec 
partner, she is sowing the seeds of interculturality.

Investigation: In my own and other cultures I can 
identify some elements of a classroom, a school schedule, 
or levels of schooling and how they reflect the culture. 

While Kasey’s students may not yet be able to articulate 
perspectives of the culture, they can identify some products and 
practices of French Canadian life. As homework, she assigns an 
activity that has them share what they have observed and learned 
from the website with their parents or guardians. Students are 
directed to interview those at home about schools they attended 
and ask how they are similar to or different from the child’s own 
school. In this way, children begin to develop an understanding of 
school that goes beyond what they have experienced, but is not 
limited to the foreign school example.

Exploring, noticing, and questioning are skills that are important 
to foster in young children, so it is essential for educators to build 
opportunities for cultural discovery within their lessons. This 
discovery of culture relates to one’s own as well as others’ cultures.  
For a lesson on holidays, children can be asked to compare how 
they and their classmates celebrate a particular holiday in different 
ways, notice what people say to each other to as a holiday greeting, 
and think about why those differences exist.

Cheng Fisher teaches her Field Elementary School students of 
Chinese to sing and perform an authentic fan dance for a school 
wide New Year’s celebration. Several children parade around the 
gym underneath a huge paper dragon. To prepare, they watch videos 
of children in Beijing doing the same dance and a dragon parading 
through the streets of San Francisco. An intercultural extension of 
this unit could be to have the children attend a local performance 
by a Chinese troop and question the performers about the event. 

Investigation: In my own and other cultures I can identify how 
people celebrate local and national holidays or festivals 

Interaction: I can observe and imitate appropriate behaviors at 
a holiday or festival celebration 
REFLECTION IS CRUCIAL

Attitudinal changes that cannot be described on a language 
proficiency scale but that underpin overt demonstrations of ICC are 
supported through activities in the reflection scenarios. According 
to Deardorff (2006), deeper, intentional thinking on learning 
is what allows for the internal changes in attitudes that lead to 
external outcomes in behavior to occur. This type of thinking and 
expression of thoughts, however, normally happens in one’s native 
language. Because of this, it is suggested that educators take a three-
step approach:

•	 First, address cultural topics in simple, comprehensible target 
language supported by visuals in class. 

•	 Then, follow up with homework activities that engage 
learners in deeper thinking in their native language. 

•	 Finally, draw on that deeper learning experience to create 

What this tool is NOT What this tool is

A checklist of tasks to be dem-
onstrated once and checked off

Sample tasks that are demon-
strated consistently over time

A prescribed curriculum 

A set of sample learning tasks 
that can be adapted to school 
or district curriculum as well as 
independent learning goals

A comprehensive Intercultural 
Communicative Competence 
program 

One step in the process to de-
velop the communicative aspect 
of Intercultural Communica-
tive Competence in a learned 
language

An instrument for determining 
a letter or number grade 

A starting point for self-assess-
ment, goal-setting, and the cre-
ation of rubrics for performance-
based grading

Novice Intermediate Advanced

I can access simple 
information about 
transportation 
options based on 
my location.

I can choose an 
appropriate means of 
transportation based 
on my location, needs, 
and local options.

I can discuss why 
certain cultures 
place a priority on 
environmentally-
friendly 
transportation.
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subsequent classroom activities. 
Teachers will find in the document 

many references to communicating with 
local native speakers, target culture partner 
schools, school-based English language 
learners, etc. This is intentional, because 
without interaction with native speakers 
in real-life contexts there is no way to 
experience what is needed for growth 
or to evaluate progress in ICC. In our 
interconnected world, it is no longer 
sufficient to merely learn about culture, we 
need to experience it, and as educators, we 
need to find ways to make these experiences 
available to our learners. 
HOW TO USE THE ICC CAN-DOS

Just as with the language Can-Dos, the 
ICC Can-Do statements can be used for 
backward design planning of curriculum, 
unit, and lesson goals. Once proficiency 
targets have been set for the program and 
themes determined for units, language 
Can-Do statements can be selected or 
created for each unit. All real-life themes or 
essential questions, e.g., What are Families 
Like, How do People Celebrate Holidays, 
Raising a Pet, Our Solar System, etc., 

relate in some way to an authentic cultural 
component. Looking at the ICC Can-Dos 
may suggest or spark original unit Can-Do 
goals. (Figure … Jefferson County Public 
Schools, Louisville, KY, Elementary School 
Curricular Unit Overview) An example 
of the use of the Can-Do statements in 
curricular design can be found at https://goo.
gl/6o3tIG

The use of both Can-Do functional 
language goals and real-life intercultural 
(ICC) goals sets a tone and path for 
teaching and learning that lends itself 
to performance-to-proficiency based 
pedagogy. As a result, it naturally suggests 
extensive use of the target language and 
authentic materials, activities that provide 
opportunities for learners to practice the 
three modes of communication, and a 
context where grammar becomes a tool 
not the focus of learning. The beneficiaries 
of this change in approach are, of course, 
the learners. Through the acquisition of 
language, discovery of self and other, and 
knowledge of cultural products, practices, 
and perspectives, they are preparing 
themselves to be successful citizens of the 

world.
Note: The Can-Do Statements for Intercultural 

Communication in a Learned Language will become 
available in summer 2017.
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by Jennifer Kennedy 
This summer I attended the NNELL Summer 

Institute in Louisville, Kentucky. I had never attended 
a Summer Institute before and I didn’t know what 
to expect. I arrived to find teachers from all over the 
country--New Jersey, Connecticut, Georgia, Tennessee, 
Kansas, California, Utah, Colorado and Kentucky--and 
a schedule of sessions that looked both daunting and 
exciting. I knew right away that the next two and a half 
days would impact my teaching practice. The NNELL 
Summer Institute 2016 did not disappoint.

As teachers we know that we should encourage 
students to personalize their learning, making it 

relevant to their own personal 
experiences and interests. So 
often, however, we as teachers 
sit in professional development 
that is not personalized to our 
own needs. As an early language 
educator, the challenges I 
face differ from teachers of 
other subject areas. And even 
when I do attend professional 
development with other 
World Language teachers, I am 
frequently outnumbered by high 
school instructors. The NNELL 
Summer Institute provided me 
with a two-day opportunity 
to network and participate in 
personalized learning that met 
the specific needs of my early 
language program. Presenters 
spoke on topics that touched 
on all aspects of teaching early 
language learners: why we 

should be using the target language as much as possible, 
how to advocate for my program, interculturality, 
and how to incorporate the new Global Readiness 
standards into existing curriculum. We learned about 
incorporating technology and integrating the Arts. 
We discussed action research and how to connect our 
classroom to the community. The presenters came from 
various backgrounds in the field of World Language 
teaching but each of them is an all-star and an expert, 
from Dr. Jacque Van Houten–past president of both 
ACTFL and NNELL–to Dr. Myriam Met, well-known 
researcher and consultant, as well as many others.

The real test of any teacher, however, is if they 
inspire their students to take what they’ve learned and 
apply it in the real world. Don’t we all love to hear that 
a third grader used their Spanish at the supermarket 
over the weekend or that a fifth grader introduced 
themselves in French at a restaurant? The evidence 
that the information and ideas presented throughout 
the Summer Institute was great is not the amount of 
notes I took or handouts I collected, but in the flurry of 
activity that took place in the days and weeks following 

the Summer Institute, and is still happening months 
later. After listening to Laura Roché Youngsworth 
introduce the new Global Readiness standards in one 
session and then later hearing Dr. Van Houten speak on 
Interculturality (that included a sneak peek at the new 
Can-Do statements) I came home energized and ready 
to “tweak” all of my units for the year for all six grade 
levels so that they had more culture and opportunities 
to reflect on that culture woven throughout.

Dorie Perugini and Kate Krotzer’s presentation 
on the newly unveiled NNELL Cafés addressed the 
concerns that we have been discussing in Kentucky 
about our dwindling FLES Swap Shops. I’m excited to 
hold the first NNELL Café in Kentucky in the coming 
months. A session from Alfonso Nuñez de Torres on 
advocacy and another from NNELL President Nadine 
Jacobsen McLean about how to connect the class to 
home and community inspired me to reach out to the 
local public library and local garden center as places to 
display student work from a unit on monarch butterfly 
conservation and Mexico. 

Some of my best ideas didn’t come from the 
presenters but from the other attendees. Even though 
we represented every region of the country, both public 
and private schools, different languages, and rural and 
urban settings, we all share a passion for teaching World 
Languages to our youngest learners. We shared our 
successes, frustrations, and challenges during sessions, 
between sessions over coffee, at lunch, and at dinner. 
An idea for a unit that seemed daunting suddenly fell 
into place after a suggestion from Anne, a teacher from 
New Jersey. Dorie Perugini’s FAQ infographic that she 
shared during the unconference session on Sunday 
morning motivated me to make my own that was 
included in kindergarten information packets this year. 

Did my to-do list get infinitely longer after the 
NNELL Summer Institute this year? In a way, yes, 
but those to-do’s will impact my students’ proficiency 
and motivation to learn Spanish. And the renewed 
enthusiasm I came home with reminded me how much 
fun it is to be an early language educator. I can’t wait for 
next year’s Summer Institute.

NNELL 
Summer 
Institute 

2016
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and serves on the board of the 
Kentucky World Language Association (KWLA) as the social 
media liaison. She was recently named the KWLA 2016 
Outstanding New Teacher of the Year. Even though she finally 
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of her cart, Sra. Speedy, as well as what is working well in her 
classes on the blog www.senoraspeedy.blogspot.com. 
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by Jennifer Dwight
Note: This article was reprinted with permission from La Vela, the 

newsletter of the South Carolina chapter of the American Association of 
Teachers of Spanish and Portuguese.

“Wo ist der Spüle?” (Where is the sink?), I asked anyone who 
even mentioned German when I was in elementary school. I 
continued asking this question throughout middle and high school 
until I was butchering the pronunciation so much that it became 
unrecognizable. I loved it, though, because it was one thing that 
I had held onto since my days of taking a world language in 
elementary school. At my elementary school in Greenville, South 
Carolina, we took a world language class each year, although I don’t 
remember if it was weekly, monthly or completely up to the teacher. 
In first grade, my teacher had a set of Japanese flashcards that she 
would show us for a few minutes a week. In fifth grade we had a 
new student from Germany, so his mom would come to our class 
for about 30 minutes a week and teach us some basic vocabulary. 
Each year our classes looked something like this--the language 
based on our teacher’s interest or what language the students (and 
their volunteer moms) spoke at home. I applaud my teachers’ and 
volunteers’ efforts to introduce us to a new language and culture, 
but our world and our students’ needs have changed since the early 
90’s. 

After 5th grade, I did not take a world language again until I 
took Spanish in ninth grade. I fell in love all over again. I continued 
taking Spanish classes through college and graduate school, where 
I earned my Masters in the Art of Teaching Spanish. In graduate 
school, I learned that some districts actually hire teachers to teach 
world language classes to elementary students. This seemed far too 

good to be true. I student-taught with Gloria Quave at Red Bank 
Elementary School in Lexington County School District One. 
I witnessed kindergartners--yes, five-year-olds--speaking only in 
Spanish, writing 
books in Spanish, 
singing songs in 
Spanish, even doing 
math assessments in 
Spanish, and I was 
forever changed. I 
now work in the same 
school district where 
I currently teach 
Spanish to third 
through fifth graders. 
Every third through 
fifth grader in our 
district takes Spanish 
for 90 minutes a 
week. The classes I 
teach are rooted in 
third through fifth 
grade social studies 
and science standards 
and are proficiency-
based. The only 
children who are 
excluded from this 
are partial immersion 
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students, who take math and science classes 
in a world language everyday. 

Amazed by what the students and 
teachers were doing in our schools, I 
decided I wanted to get more involved 
and help advocate. In early 2014, I asked 
a friend and colleague, Liz Lawrence-Baez, 
what I could do to help and she suggested 
I become the National Network for Early 
Language Learning (NNELL) representative 
for our state. When given the list of current 
members, I was a little disappointed with 
only a handful of names. I wanted to 
network and collaborate. I wanted to see 
what awesome things were happening in 
other districts in our state. I wish I could 
say that I advertised for NNELL and grew 
the organization in our state and that now 
there are dozens of us who collaborate 
and host workshops annually, but that 
is simply not the case. That is why I 
am writing this article and encourage 
you to share this article with any 
elementary world language teachers 
that you know!

I have found elementary world 
language teachers to be some of the 
most adaptable people I know. We 
have professional development in our 
schools, where the focus is usually on 
math or ELA. We have professional 
development at conferences, where 
the focus is usually (not always!) 
on middle or high school learners. 
Yet, we somehow always walk away 
with something. Elementary world 
language teachers can listen to 
just about any presentation or read 
just about any article and find at 
least a small way that they can use 
it with their young learners. That being 
said, I would still love to see what these 
teachers would come away with if they 
were given more opportunities to network 
and collaborate with professionals when 
the focus was on world languages in the 
elementary classroom.

NNELL could be exactly what some 
early language teachers are missing in their 
professional lives. NNELL advocates and 
provides professional development geared 
towards elementary world language and 
elementary language immersion teachers. 
Webinars, news, and a journal, Learning 
Languages, are available for members 
on their website with topics that any 
elementary world language teacher would 
not have to stretch or adapt to use in 
their class.  Some of these topics include 
literacy in the L2, storytelling, developing 

an effective elementary program, using 
class time effectively, playing to increase 
proficiency, providing students with 
hands-on opportunities, school clubs, and 
summer camps. Their website also provides 
parent resources, which include ways 
parents can help their students learn an L2 
at home, but also provide ways for teachers 
to best respond to parents’ questions and 
concerns. One of the most engaging things 
that NNELL has to offer is their summer 
institute. This takes place annually and 
features prominent professionals in our 
field and revolves around the needs of 
elementary world language teachers. 

Despite the small amount of members in 
our state, NNELL has helped me become 
a better advocate and WL teacher. During 

the 2015 and 2016 Southern Conference on 
Language Teaching (SCOLT), I have had 
the chance to meet with NNELL members 
from across the country, including the 
president, Nadine Jacobsen-McLean. I have 
had the chance to have conversations about 
best practices in the elementary language 
classroom, growing an immersion program, 
and advocating for our programs with 
teachers far more experienced than myself. 
This in-person networking has led me to 
connect with more people in my position 
via social media, which has provided me 
with so many great ideas in my classroom. 
Over the summer, I watched webinars 
which have helped me tremendously this 
year. One of these webinars inspired me to 
create a digital newsletter for my students’ 
families and this has been a great way to 
advocate for my program and keep parents 

in the loop! I will be representing NNELL 
with Dr. Kelly Davidson Devall this year 
and cannot wait to connect with more 
elementary teachers!

I am so excited about the future of 
NNELL in our state. As World Language 
programs grow in our elementary schools, I 
look forward to more of you joining NNELL 
so that we can network with more teachers 
in similar (sometimes lonely) positions at 
elementary schools across South Carolina. 
My dream is that one day our handful of 
members grow into dozens of members 
and that we could host a workshop right 
here in our state for NNELL members to 
collaborate, network, and grow together. 
If you are an elementary world language 
teacher, please consider joining me on this 

mission. NNELL memberships are 
only $30! 

In closing, I would like to thank 
all elementary language teachers 
for being so adaptable and “making 
it work” after every math and ELA 
professional development session 
you have been to and for doing 
more for our students than simply 
teaching colors and numbers. Keep 
advocating, keep growing, and keep 
networking even if you are the only 
one in your school who understands 
how important world languages are. 
Keep making a difference in the lives 
of your students through growing their 
proficiency and opening their eyes to 
world cultures! Keep providing them 
with meaningful learning experiences 
so that one day they will look back 
and remember a lot more than “Wo 
ist der Spüle?” when they think 

about their own journey with their second 
language.

Note: This article was originally published in the 
November issue of La Vela, the newspletter of the 
South Carolina chapter of the Association of Teachers 
of Spanish and Portuguese (AATSP). It has been 
reprinted here with permission from the author and 
editor who have provided the following statement: 
South Carolina is fortunate to be home to many 
dedicated and passionate foreign language educators. 
Those of us who work with our very youngest learners 
are doing a great service for the students in our state. 
Middle and high school teachers find that when the love 
for languages is already alive in our students, we have 
a much easier time helping them to progress in their 
language proficiency, and more importantly, keeping 
their enthusiasm for learning alive. AATSP-SC is 
excited to feature one such educator in the November 
2016 edition of our newsletter, La Vela. 



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NNELL@ACTFL 2016
I belong to NNELL because...

I believe that ALL children 
deserve access to language 
education at an early age.  

@SenoritaBasom Early language learning is 
essential for a globally focused 
education and children deserve 

this right!  
@MARACAS123

We stand on the shoulders of 
giants and I am thankful for 
the accomplishments of the 

founding members. 
@maestranadineI believe FLES programs have 

a life-changing impact on our 
kids. 

@madame_allen

It connects #earlylang teachers 
and offers resources and 

opportunities for teacher growth.  
@MaCristinaRV I appreciate always having a 

place to to that speaks directly 
to me as an elementary 

language teacher!  
@srtacoulehan



18 ~ fall/winter 2016-17

High Five Bilingüe™ Magazine
Stories and activities in both Spanish and English —  

perfect for dual-language learners!
Ages  2-6

Save with group subscription rates: Highlights.com/GroupSales
Contact our team: (614) 324-7999 • GroupSales@Highlights.com

From the award-winning leader in children’s publishing

Request a Sample!
GroupSalesSample@Highlights.com

16 NNELL-full_pg_ad_0205.indd   1 2/11/16   9:08 AM



 Learning Languages ~ 19

by Karen Acosta 
Book clubs are grounded on the concepts 

of reading and community.  They are an 
excellent way for learners to explore and 
connect not only with literature, but also 
with people from other backgrounds and 
cultures.  Providing learners with the oppor-
tunity to discover a rich world of books and 
people to discuss them with can empower 
them to develop and apply lifelong skills. 

The Social Nature of Reading 
For the purpose of this article, I refer to 

reading as a social and collaborative activity 
(Falter Thomas, 2015; Fister, 2005; Gris-
wold, McDonnell, & Wright, 2005; Klages, 
Pate, & Conforti, 2007; Larson, 2008) in 
the context of face-to-face or online discus-
sions.  These group discussions are a way to 
build community for the readers who are 
involved in them (Falter Thomas, 2008; 
Klages, Pate, & Conforti, 2007) because 
they make a meaningful contribution to the 
group narrative and provide a sense of own-
ership and belonging for the participants 
(Falter Thomas, 2008).

Cyber culture and cyber community 
are in a way the same thing: “communities 
shape and are shaped by their cultures” 
(Falter Thomas, 2008, p. 681). Key ele-
ments of community are the creation of 
rituals of practice, common interests among 
the members, the consistent expression of 
thoughts and opinions, and a sense of being 
valued by the group (Falter Thomas, 2008).

Griswold, McDonnell, and Wright 
(2005) discuss and challenge the “ideology 
of the solitary reader,” arguing that the 
concept of the typical reader is “Jo in Little 
Women, a person sitting alone by the win-
dow, munching apples” (p. 134) and that 
what is absent from that image is the col-
lective nature of readership. That particular 
concept of reader overlooks the social infra-
structure of reading, which is that books are 
social products and that reading has to be 
taught by others. 

Griswold, McDonnell, and Wright 

(2005) state that for many people, the read-
ing experience is fundamentally social. In 
addition to addressing the social reader, they 
discuss the role of contemporary book clubs 
and consider them the ultimate expression 
of this form of social literacy. Smith (1996) 
finds that the main difference between adult 
reading groups and classroom discussions of 
literature is the extent to which people use 
their own lives as a source of knowledge in 
their discussions, which according to Smith 
(1996) is much higher in adult book clubs.  

So how do we get young learners there? 
How do we facilitate their learning about 
the world, about other people and other cul-
tures? How do we help them become global 
citizens that are able to successfully function 
in different contexts? Reading and discuss-
ing books online with people from diverse 
cultural backgrounds can help us get there.

Online Book Clubs and Community 
Building

Online reading groups are similar to face-
to-face reading groups, with the difference 
that learners participate in book discussions 
in virtual groups using online resources 
(Day and Kroon, 2010). Collaboration 
in a virtual environment has many of the 
same features and benefits as in the physical 
world. In addition to a common assignment 
or goal, there is a need for community 
and support from people who are equally 
invested in the task (Day & Kroon, 2010; 
Falter Thomas, 2008; Fister, 2005; Klages, 
Pate, & Conforti, 2007; Larson, 2008). 
However, one of the crucial benefits of 
online over face-to-face discussion is that 
people who are usually reserved and shy 
are more likely to participate, contributing 
more knowledge to the conversation, and 
students who might feel intimidated in class 
discussions tend to contribute more online 
(Bowers-Campbell, 2011; Day & Kroon, 
2010; Klages, Pate, & Conforti, 2007; Falter 
Thomas, 2015).

Falter Thomas’s (2015) study of 68 mid-
dle school students participating in online 

literature circles found that learners were 
more engaged and motivated in the online 
literature circles than in their previous face-
to-face groups. The online format encour-
aged all learners to participate, including 
those students who typically did not volun-
teer during face-to-face book discussions. 
Similarly, Bowers-Campbell (2011) found 
that whereas full class and face-to-face dis-
cussions can be dominated by a small group 
of students, virtual book discussions result 
in equal participation among members. In 
addition, the study found that shy students 
were able to share their ideas just as power-
fully as the more vocal students.

Online book clubs also provide more 
opportunities for acquiring different per-
spectives on the same book or topic and at 
times even a reexamination of the learners’ 
own views: “part of the reason we talk to 
other people about books we read is to learn 
their different perspectives” (Klages, Pate, 
& Conforti, 2007, p. 306).  Klages, Pate, 
& Conforti (2007) found that 65% of the 
participants in their study mentioned how 
much they valued being able to hear dif-
ferent perspectives on the book they were 
reading.

Fister (2005) also discusses the way in 
which book clubs have made their way into 
the medium of online discussion, connect-
ing readers from around the country or the 
world who can offer different perspectives, 
instead of limiting the book discussion 
only to members who can meet face-to-
face. Fister (2005) focused on an online 
book discussion forum that has 600 active 
members from all over the world. One of 
the participants stated: “We are friends who 
read books, some of us are best friends even 
though we have never met each other. (…) 
It’s a weird thing that you can end up hav-
ing a sense of community with people you 
are never ever likely to meet” (p. 305). The 
membership of this online book discussion 
is very diverse, with members who live in 
six different continents and who are “very 

READING AS A SOCIAL ACT 
The Case for 

Online Book Clubs
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non-judgmental and supportive,” and share 
a “worldwide perspective and lots of mutual 
respect” (p. 309).

Falter Thomas (2008) also takes a look 
at online communities, stating that “con-
nectivity with others and feeling a sense of 
belonging seems to be at the heart of online 
communities” (p. 679).  Falter Thomas 
(2008) asserts that people join these virtual 
groups to connect with other like-minded 
readers, looking for a common goal and the 
willingness to spend a lot of time together in 
order to achieve that goal. 

Similarly, Larson (2008) addresses the 
potential of online book clubs for building a 
sense of community and states that reading 
other readers’ opinions on the same book 
inspires “deeper and more meaningful inter-
actions with the text” (p. 125) and offers a 
safe environment in which readers can share 
their views about the book and get to know 
the other members.

In a study of middle school readers, 
Day and Kroon (2010) also found that 
participating in a virtual community in 
which learners showed support and care for 
each other and collaborated together made 
the sixth graders feel a sense of belonging, 
which in turn motivated them to read the 
books and engage in the online discussions. 
What’s more, students preferred the online 
book discussions over the face-to-face book 
discussions.

The Internet as an Ally 
Griswold, McDonnell, and Wright 

(2005) state that rather than an enemy, the 
Internet is an ally of reading: “the relation-
ship between reading and going online is 
not zero-sum but more-more. Holding edu-
cation constant (both reading and Internet 
use are strongly associated with education), 
it appears that the heaviest Internet users 
are also the heaviest readers” (p. 137). The 
Internet supports reading and vice versa; 
people read online regularly, but do not 
typically count their online reading time as 
part of their overall reading.  

Ruzich and Canan (2010) also examine 
the relationship between technology 
and reading in their study of high school 
students who were assigned an online book 
discussion over the summer. Students in the 
study approached the online reading assign-
ment differently than a typical classroom 
discussion, by generating their own ques-
tions and highlighting personal reactions to 
the book. The nature of the collaboration 
allowed participants to enjoy the reading 
and gain a better understanding of the book 
because they were able to focus on how they 

really felt as opposed to what they thought 
would be most important to the teacher. 
Ruzich and Canan (2010) think that it 
is not the technology itself that produces 
motivated readers, but that the “facilitation 
of virtual conversations free students to trust 
their own responses and their friends’ reac-
tions to help them find meanings that are 
relevant to their lives” (p. 66).

Curwood (2013) considers how technol-
ogy encourages critical engagement with 
literature and nurtures the development of 
literacy practices in an ethnographic study 
of a 13-year old reader who participated in 
online discussion boards. The study suggests 
that the access that young adults have to 
online spaces and their ability to engage in 
them can have a significant effect on their 
literacy development. Similarly, Day and 
Kroon (2010) found, in a study of sixth 
grade learners having online literature 
discussions, that excitement about using 
technology transferred to literacy and the 
books the students were reading. The online 
discussions motivated students to seek out 
other books and read beyond the book 
they were discussing, eventually becoming 
engaged with other novels they heard and 
read about in the other discussions. 

Finally, Falter Thomas (2008) believes 
that research should examine closely the 
stories and experiences of people and 
explore the social implications and intrica-
cies of all aspects of the Internet as well as 
its role within a global society, because “by 
scrutinizing these experiential stories, it 
becomes possible to contextualize the sig-
nificance of the Internet within all aspects 
of global citizenship” (p. 684)

Creating Time and Space for Discussion
One of the great benefits of online book 

clubs is the ability to have asynchronous 
discussions, which allow learners to revisit 
their ideas without having to worry about 
interruptions or distractions (Bowers-
Campbell, 2011). This format facilitates 
collaboration and engagement with the text 
at the learner’s own pace. Students find it 
helpful to discuss books online because they 
can take their time to think about what to 
say and what questions to pose to the group 
(Falter Thomas, 2015).  

The possibility of asynchronous inter-
actions and the opportunity to focus on 
writing without distractions does not only 
benefit first-language readers, but could 
become a real asset to second-language 
readers as well.  The online book discussion 
could be one way of modeling the reading 
and writing processes that are necessary to 

use and reinforce second language literacy 
skills, applying Curtain and Dahlberg’s 
(2016) approach in a new context.  Many 
of their literacy-building activities could be 
adapted to an online environment, from 
visual discrimination and directionality 
activities to literacy-building activities at 
the word, sentence, and paragraph level. 
Shared reading, one of the building blocks 
of second-language literacy (Curtain & 
Dahlberg, 2016), could also work in an 
online platform as a way to help readers 
construct meaning in their second language. 

Online book clubs also offer safe spaces 
that can act as guided social practices for 
preteens and teens learning how to navigate 
the Internet on their own. Furthermore, 
online book clubs also allow children with 
special needs to participate without worry-
ing about barriers that can arise in face-to-
face contexts (Scharber, Melrose, & Wurl, 
2009).  

By expanding the book discussion 
beyond the classroom, online book clubs 
invite participation across continents and 
time zones, thus allowing large numbers of 
preteens and teens to engage in discussion. 
This is another benefit of online book clubs 
over face-to-face book clubs, which are 
typically limited to smaller numbers in order 
to give everyone a chance to participate in 
the discussion.  (Scharber, Melrose, & Wurl, 
2009)

Another possibility that online book 
clubs offer to learners is the creation of 
a space where topics and themes can be 
approached and connected to contexts 
beyond the classroom. They can begin as 
practices of collaborative literacy where 
learners read and discuss books, but in 
the process students become aware and 
appreciative of working together towards a 
common goal, and these practices constitute 
“opportunities to learn and apply important 
life lessons in their schools, homes, and the 
local and global communities to which they 
belong.”  (Kissel, Hathaway, & Wood, 2010, 
p. 63)

Bridging Traditional and New Literacies
Online book clubs are a potential bridge 

between traditional and new forms of litera-
cies. They take full advantage of the interest 
that young learners show in new literacy 
practices while at the same time reinforcing 
and complementing traditional reading 
practices (Scharber, 2009). This is relevant 
to many student populations, such as reluc-
tant or struggling readers, English Language 
Learners, and students with special needs, 
among many others. 
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Furthermore, the potential of technology 
for the development of literacy and com-
munity could have tremendous implications 
in the classroom and beyond. As Scharber, 
Melrose, and Wurl (2009) put it, “the future 
of successfully engaging preteens and teens 
in literacy activities (i.e. reading and talking 
about a good book!) depends in part on 
offering the option to do it online” (p. 188). 

Finally, the creation of open spaces that 
facilitate the sharing of personal views, 
knowledge, and meaningful experiences 
offers a wealth of opportunities that could 
be explored and applied beyond the online 
discussion of books and into the lives of 
young learners who need to learn to navi-
gate real world connections with people of 
diverse backgrounds and interests.   “How 
do we honor the voices of students with 
diverse ideas, communication styles, and 
confidence levels while also developing 
authentic reading experiences?” (Bowers-
Campbell, 2011, p. 566). Indeed, online 
book clubs allow us to approach reading as 
a shared experience and provide us with 
opportunities for exploring that diversity. 
They also help us manage constrictions 
of time and space so that we can make it 
possible for students to engage more deeply 
with the text and the community, perhaps 
to participate in a more meaningful way, 
perhaps even at a convenient hour from the 
comfort of their own home.

Safety Considerations 
Conversations about general online 

etiquette, specific book discussion posting 
rules, and online safety may be helpful to 
have both as collaborative brainstorming 
sessions before the online book club meets 
and as reminders during the course of the 
book discussion. 

In order to ensure a safe environment for 
the online book discussions when working 
with young learners, it is advisable to begin 
by selecting a platform that already provides 
safety features that will enable students to 
carry out safe, collaborative online book 
discussions. A few options are listed below. 
All of these resources require the creation 
of personal accounts and allow for different 
security settings, such as limiting the discus-
sion to class members, the ability to monitor 
the discussion and group activity, and more. 

Moodle (https://moodle.org/) is a free, 
open-source online environment that many 
libraries and school districts use. 

Schoology (https://www.schoology.com) 
is an online learning management system 
used by schools and teachers to collaborate, 
host discussions, and share content. 

Wikispaces (https://www.wikispaces.
com/) is a collaborative writing space where 
students can write, discuss, and edit content 
with their peers. Students need a code 
generated by the teacher in order to join 
a classroom wiki, which provides an extra 
security step.
RESOURCES TO GET STARTED

Some resources that may be helpful in 
identifying existing online book clubs or 
starting your own in your classroom are 
listed below.

•	 Adolescent Literacy (http://www.
adlit.org/) – Resources for parents and 
educators for kids in grades 4 – 12

•	 Dear Reader (http://www.dearreader.
com/) – Online book club resources, 
including daily and weekly samples of 
chapters from books to help readers 
decide if they want to read the rest of 
the book

•	 Teen Reads (http://www.teenreads.
com/) – Wealth of resources about 
books, authors, reviews, reading lists, 
and more

•	 Epic Reads (http://www.epicreads.
com/) – Resources about books, 
authors, reading lists, and more

•	 Teacher Tap (http://eduscapes.com/
tap/topic112.htm) – Lists of existing 
online book clubs organized by age 
group, including children’s and young 
adult book clubs, along with other 
helpful resources for people starting 
their own online book club

•	 Young Adult Library Services Asso-
ciation (http://www.ala.org/yalsa/
booklists/bbya) – Reading lists of the 
best books for young adults, with rec-
ommendations organized by year

•	 Read Write Think (http://www.read-
writethink.org/) – Resources and free 
materials for reading and language arts 
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by Jan Diggs
The Living Arabic program is organized 

by teachers to be used by colleagues in 
Dubai, where Arabic is a compulsory subject 
for non-native speakers in grades 1-9. This 
program is founded on the belief that “Ara-
bic has long been the language of poetry, of 
philosophy, of literature and science. Arabic 
gives…[the] diverse region…[of the Middle 
East] the gift of a shared heritage.”

Arabic is also the language of geopolitics, 
economics, culture and education. It is one 
of only six official languages of the United 
Nations. Teaching Arabic to non-Muslim, 
non-heritage speakers need not involve 
religion at all – there is enough secular, 
cultural material to create a full, rich cur-
riculum and hundreds of educational activi-
ties and games for early language learners 
and beyond. Taught in a classroom, with a 
passionate, qualified, innovative teacher, 
Arabic comes to life.

Arabic is the fourth most-spoken lan-
guage in the world, with almost 300 million 
native speakers and another 85 million 

individuals who speak it as an additional 
language. It is one of the top five fastest-
growing languages in the world. 

The British Council has begun an initia-
tive to support Arabic language learning 
in primary and secondary schools in the 
UK. They believe it is the second most 
important language for students in the UK 
to learn, primarily due to the diplomatic 
and economic benefits.  The British Council 
also notes that “the Arabic-speaking world’s 
complicated relationship with the West 
ensures bright job prospects for those who 
can speak this challenging language.” 

Yet today, only 1% of schools in the UK 
– and less than 1% of K-12 schools in the 
US – offer Arabic as a world language.  In 
the United States, most of these programs 
are at the high school level, but many ben-
efits could be gained by beginning the study 
of Arabic with younger learners.

In April 2015, Brian T. Edwards, a 
professor of Middle East studies and director 
of the program in Middle East and North 
African Studies at Northwestern University, 

discussed this viewpoint in the Chicago 
Tribune noting, “With Arabic, this [window 
into other cultures] is especially dramatic. 
Arabic is not only a beautiful and complex 
language, but it has an entirely different way 
of structuring sentences and an incredibly 
rich way of understanding the relationship 
between words. The trilateral root system 
common to Arabic and Hebrew yields huge 
families of interrelated words inherently 
different from the ways English etymologies 
work.

In other words, Arabic — like all 
languages — is a system, and an incredibly 
ornate and gorgeous system at that. To 
understand how that system works — and 
with real study to be able to function within 
it — is not only good for your brain, it 
gives you a much better sense of another 
worldview.  These are times when greater 
cross-cultural understanding is not only a 
moral good, it will help make American 
students more competitive in the global 
marketplace.”

Arabic as a World Language for Early Language Learners
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by Zhihong Li, Patricia Davis-Wiley,    
and Hsiang-te Kung 

 INTRODUCTION
Hutchison School, an independent 

school for girls located in Memphis, TN, 
has three fourth-grade classes whose 47 stu-
dents had been studying Chinese language 
and culture for over two years when the 
researchers of this study were interested in 
finding out how much classroom instruc-
tional time would be needed for these chil-
dren to learn critical elements of 30 selected 
Chinese characters. In 2016, Curtain and 
Dahlberg reported that “the current best 
practice for these programs [early start 
programs] calls for 30 to 40 minutes a day, 
three to five days a week” (p. vii). Curtain 
and Dahlberg’s ideas had been earlier cor-
roborated by The American Council on the 
Teaching of Foreign Languages (ACTFL) 
Young Learner Task Force (Swender & 
Duncan, 1998), which established 30 to 
40 minutes per day, 3 to 5 days per week, 
as being a minimum time allocation for 
achievement of the performance goals out-
lined for K-12 learners (p. 482). Yet, due to 
the fact that the majority of world languages 
taught in elementary schools in the United 
States are Spanish (88%) and French 
(11%), it may be that the amount of sug-
gested instructional time mentioned above 
may apply to the most commonly-taught 
world languages (i.e., Spanish and French) 
and perhaps not to a less-commonly-taught 
language such as Chinese that is studied 
by only 3% of elementary-aged students 
(Rhodes & Pufahl, 2008). 

According to ACTFL, the Defense 
Language Institute, and the Foreign Service 
Institute (“How long does it take,” n.d.), 
Chinese is considered to be a Group IV1 
language (along with Arabic, Japanese and 
Korean), and as such, achieving even an 
intermediate-mid level of proficiency in 

Chinese takes three times as long (Liskin-
Gasparro, 1998) as a Group I language (i.e., 
Spanish, French) for native speakers of 
English. In an effort to augment the pub-
lished research results examining this issue 
in general, and to contribute to the present 
dearth of literature examining Chinese 
classroom language instruction to American 
elementary school students in particular, 
specifically concentrating on the impact of 
the length of instructional time on native 
English-speaking students’ knowledge of 
basic Mandarin Chinese characters, the 
researchers conducted this study.
REVIEW OF THE LITERATURE
Benefits of Second Language Study

Research reports that studying world 
languages is important and has several 
documented benefits, many enhancing 
general skills in academic content areas 
(Armstrong & Rodgers, 1997; Cooper, 
1987; Stewart, 2005; Davis-Wiley, 2013, 
2014) in addition to positively impacting 
standardized test scores (Cooper, 1987; 
Davis-Wiley, 2010, 2013; Eddy, 1981; 
Landry, 1973; Wiley, 1985). Additionally, 
the study of a second language has been 
reported as increasing students’ capacity 
for critical thinking, mental flexibility, 
creativity, and acceptance of new cultures 
(Curtain & Dahlberg, 2016; Davis-Wiley 
& Miller, 2014 ), leading them on the path 
to becoming global citizens, and as having 
a positive impact on academic success, 
particularly in the elementary school arena 
(Armstrong & Rodgers, 1997; Davis-Wiley 
& Miller, 2010, 2013; Garfinkel & Tabor, 
1991; Rafferty, 1986; Schuster, 2005; Taylor 
& Lafayette, 2011). 
The Study of Chinese in the United States

Even though Chinese is “the most widely 
spoken first language in the world” (“Why 
study Chinese,” n.d.), and is spoken by 
over one-fifth of the world’s population, 

with over 873 million people speaking 
Mandarin Chinese, it is one of the least 
commonly-taught second languages in the 
United States. It is not surprising, then, that 
there exists a paucity of research dealing 
with teaching Chinese to native English-
speakers, and specifically to children in the 
U.S.

Whereas world language study in general 
has a research-supported, documented 
positive impact, those children who become 
bilingual as a result of having matriculated 
in second language immersion schools 
become more advanced than monolinguals 
in cognitive abilities (Bialystok, 
1999), intellectual growth and mental 
development, knowledge of other cultures 
(“Benefits of being bilingual,” n.d..), and 
language development (Kessler & Quinn, 
1980).	

According to the most recent national 
survey, conducted by the Center for Applied 
Linguistics (2011), of the 528 world lan-
guage immersion programs in the United 
States, 71, or 13.4%, teach Mandarin 
Chinese. However, the most common type 
of world language instruction offered in the 
public elementary school arena is called 
the “exploratory model” or FLEX, found 
in 47% of elementary schools offering a 
world language program. Yet, Chinese is 
only “taught at 3% of elementary schools 
and 4% of secondary schools with language 
programs” (Rhodes & Pufahl, 2008, p. 2). 
The goal of the FLEX instructional model 
is to “gain general exposure to language 
and culture, learn basic words and phrases, 
and/or develop an interest in foreign 
[world] language for future study” (Rhodes 
& Pufahl, 2011, p. 266). It is the journey 
toward this goal, by a Chinese FLEX “early 
language learning program” (Curtain & 
Dahlberg, 2016, p. 7), that was the focus of 
the research study described in this article. 

Time Required 
for Learning Essential Elements 

of Chinese Characters
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Of particular import to the current study is 
the fact that native speakers of English have 
specific challenges when learning Chinese.
Linguistic Challenges of Learning Chinese 
for English-Speakers	

Ehrich, Zhang, Mu, and Ehrich (2013) 
report that there are three main types of 
scripts that encompass all written world lan-
guages. These are: “alphabets (e.g., English 
and Greek), syllabary (e.g., Korean Hangul 
and Japanese Kana), and logography (Chi-
nese characters and Japanese Kanji)” (p. 
40). Each type of written script has its own 
physical structure. Logography, found in 
Chinese characters, “consists of highly com-
plex visual structures” (Ehrich et al., 2013, 
p. 41) and the typical Chinese elementary 
school child, on average, learns up to 2,570 
characters, which range in complexity from 
1 to 24 strokes per character (Ehrich et al., 
2013). In addition to being more visually 
complex than alphabetic English, which 
tends to have written symbol/grapheme-
to-sound/phoneme correspondence, Shu, 
Chen, Anderson, Wu and Xuan (2003) 
report that of the 2,570 characters that 
elementary Chinese children learn, less 
than one-quarter of them (650) have reli-
able pronunciation clues. So, what does this 
mean for native English speakers who wish 
to learn Chinese? 

Native English speakers, having a dif-
ferent alphabetic and phonetic language 
system, meet many linguistic challenges in 
learning orthographic Chinese. Chinese 
symbols are square and hard to recognize 
due to their unfamiliar shape. As such, writ-
ten Chinese offers no recognizable or famil-
iar cognates for the English speaker learning 
Chinese (Xing, 2006). Therefore, meaning 
cannot be derived from symbols that do not 
exist in English nor can visual contextual 
clues be used. For these and other reasons 
previously mentioned, it is important for 
instructional materials in schools in the 
United States to present simplified Chinese 
characters that can be associated with their 
corresponding pictures symbols and sounds 
and presented in context, as was done with 
the subjects in this study.

In addition, Chinese sounds have four 
distinct tones, not always dictated by a 
specific Chinese character. In fact, when 
pronouncing Chinese characters, the correct 
pinyin (symbol) is needed to read them as 
words. Another thing to consider is that for 
native English speakers who wish to learn 
Chinese, a Group IV language, it will take 

them three times as long to do so (Liskin-
Gasparro, 1982) than it would if they were 
learning a Group I language (i.e., Spanish 
or French). Therefore, extra instructional 
time is not only suggested but mandatory to 
attain a measurable level of proficiency in 
Chinese. 
DESCRIPTION OF THE STUDY
Purpose of the Study

A search of the literature on second 
study in the United States reports that, 
although in recent years there has been 
an increased interest in offering Chinese 
instruction in the United States, there have 
been very few published studies examining 
the study of Chinese language and culture 
in general, including the amount of instruc-
tional time and content, in particular in the 
elementary school arena. Therefore, it was 
the intent of the present study to examine 
a Chinese FLEX language and culture 
program, focusing specifically on the impact 
of instructional time on the attainment of 
language skills and knowledge of Chinese 
characters.
Research Question

In order to assess the level of Chinese 
skills achieved by the subjects in this study, 
the authors of this article sought to answer 
this question: What impact does instruc-
tional time have on the ability of elemen-
tary school children to learn basic elements 
of Chinese characters?
METHODOLOGY
Venue for Chinese FLEX Program and 
Subjects

Hutchinson School, an independent 
school for girls (grades 2-12), located in 
Memphis, Tennessee, was the location for 
the present study where three fourth grade 
classes, comprised of 47 students, aged 9-10, 
were the subjects.
Curriculum, Teaching Materials, 
Instructional Strategies

Over the course of 2 years, the first 
author of this article, a native Chinese 
speaker, conducted 30-minute Chinese 
language and culture lessons once a week 
primarily in Mandarin Chinese to all of 
the native English-speaking children in the 
present study (when they were in grades 
2 and 3). This method for instructional 
delivery primarily in the target language is 
supported by the American Council on the 
Teaching of Foreign languages that “…rec-
ommends that language educators and their 
students use the target language as exclu-
sively as possible (90% plus) at all levels of 

instruction (“Use of the target language,” 
n.d.). The instructor used a curriculum that 
she had developed and which included the 
following traditional beginning language 
topics: numbers, telling time and basic 
computational activities, colors, animals, 
family members, body parts,; clothing, days 
of the week, months of the year, Chinese 
holidays, foods, classroom and school items, 
and essential Chinese cultural topics. 

The Chinese FLEX teacher used a variety 
of realia (i.e., culturally-authentic materi-
als), pictures, flashcards, videos, whiteboard 
activities and web resources. The primary 
focus of her language instruction was 
aural-oral language skills with just a brief 
introduction to the recognition of selected 
Chinese characters associated with the 
vocabulary presented in class. 

Her methodology included modelling 
and recitation, Total Physical Response 
(Asher, 2009) and TPR Storytelling (Ray 
& Seely, 2004), and was accompanied by 
both authentic Chinese songs and games 
common to elementary school children 
in China and songs and games familiar 
to children in the U.S. translated by the 
principal investigator into Chinese. These 
particular multi-sensory activities were 
most appropriate due to the fact that 
there“… is increasing evidence of right 
hemisphere involvement in early language 
learning” (Genesee, 2000, para. 16). It 
is most important to note that all of the 
instructor’s lessons were developmentally 
and curricularly-appropriate (i.e., age and 
content-suitable) for each grade level, 
“embedded [the] new language in a mean-
ingful context” (Curtain & Dalhberg, 2016, 
p. 7), incorporated as much cross-curricular 
content as possible, and were scaffolded 
by grade level (as supported by ACTFL’s, 
n.d., World-readiness standards for learning 
languages). 
Methods and Procedures

As second and third graders, the 47 
fourth grade students participating in this 
study had previously been given weekly 
30-minute lessons in basic Chinese language 
and culture, essentially taught in Chinese 
by a native Chinese speaker. The emphasis 
during those 2 years was on aural-oral Chi-
nese with only a cursory inclusion of reading 
very simple Chinese characters during this 
time. With only 30 minutes of instruction 
each week, there was no time available to 
dedicate to learning Chinese characters.

For this research study, the subjects were 
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randomly divided into three separate classes, 
with one class (n=17) receiving 60 minutes 
of Chinese instruction, 30 minutes, twice 
during the research week. The second class 
(n=16) received 90 minutes of instruction, 
30 minutes three times a during the research 
week. And, the third class (n=16) received 
Chinese instruction for 120 minutes, 30 
minutes four times during the research 
week.

During the week prior to starting the 
research study, all fourth graders were given 
a review lesson, by the principal investiga-
tor, consisting of content that they had 
studied during their first 2 years of Chinese 
instruction (see Figure 1).

Once the review lesson had been 
taught to all fourth grade subjects, the first 
author taught 30 Chinese characters to the 
children over the course of the research 
week. She used the same instructional 
methodology as she had previously, but 

incorporated teaching simplified Chinese 
characters associated with vocabulary 
words that the children had previously 
learned. These included numbers 1-10 and 
the following words: school, notebook, 
map, notebook, table, schoolbag, rule, 
book, short, door, chair, map, north, east, 
pencil, day, month, week, year and house. 
Whereby she used the same methods and 
materials in her instruction to the three 
fourth grade classes, the amount of time 
she spent teaching the three different 
classes differed, with one class being taught 
60 minutes, a second class 90 minutes, 
and a third class 120 minutes. 	
Following the research week, all subjects 
were given two instruments to complete: a 
posttest to identify the Chinese characters 
taught during the research week and an 
open-ended survey to complete. These 
instruments are described below.
Instruments

During the first 
part of the week 
following the 
instruction of 30 
Chinese characters, 
all children were 
given two posttests to 
complete. 

Post-test one. This posttest consisted 
of two parts. Part One asked the students 
to match vocabulary words with their 
respective Chinese characters. Part Two 
asked the students to indicate with given 
Chinese characters were correctly (true) or 
incorrectly (false) matched to the remaining 
vocabulary words (see Figure 2).

Posttest two. This instrument was an 
open-ended survey that was given to the 
subjects to complete immediately following 
the first posttest. For questions 1-8, the 
students were asked to use a scale from 1 
to 10 (with 1 being the lowest and 10 the 
highest) to rate their ability to count from 
1-100, name 10 colors, use correct greetings 
for family members, recite two poems, name 
some elements of Chinese culture, and be 
able to use the correct Pinyin (Chinese 
symbols) to read the 30 new Chinese 
characters taught during the research week. 

Questions 9-13 essentially switched from 
a quasi-quantitative focus to a qualitative 
perspective, asking the respondents if they 
liked their Chinese class, what additional 
Chinese language and cultural information 
they would like to learn, which particular 
instructional methods they found to be 
helpful in learning Chinese, if they planned 
on studying more Chinese in the future, and 

FIGURE 2. POSTTEST ONE.FIGURE 1. CHINESE REVIEW LESSON ONE.
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what suggestions they had concerning the 
Chinese class (see Table 1). 
Data Analysis

Following the administration of the 
two posttests, quantifiable scores of each 
instrument, completed by all three fourth 
grade classes, were entered into an Excel 
spreadsheet and means were calculated for 
those items that could be quantitatively 
analyzed, controlling for each of the three 
groups of subjects: those who had received 
60 minutes, 90 minutes or 120 minutes of 
Chinese instruction. Comments reported 
by the subjects were qualitatively analyzed, 
identifying common themes. Graphs and 
tables were subsequently generated to allow 
for statistical analysis of results. Tables 1 
and 2 present means for the quantitative 
measures for each post-test and appear in 
the Results section of this article.
RESULTS
Posttest One

Table 2 presents the analysis of the 
results of the subjects’ visual recognition 
ability to correctly identify 20 different 
Chinese characters taught during the 
research week using an objective assessment 
format consisting of multiple choice and 
alternative response-type (i.e., true/false) 
items. Results shown for each fourth grade 
class cohort (classes that received 60, 90 
and 120 minutes of Chinese instruction 
during the research period) are reported by 
means of items answered correctly for each 
class group. Those students who received a 
longer instructional period showed a higher 
level of Chinese character recognition 
than those who received shorter periods 
of instruction. Students who received 
120 minutes of Chinese instruction (i.e., 
four lessons of 30 minutes each per week) 
demonstrated 83% recognition of the 20 
Chinese characters studied. Those students 
receiving 90 minutes of instruction per week 
demonstrated 71% recognition, compared 
with 62.5% recognition for those students 
who only received 60 minutes of weekly 
instruction. Therefore, based on the results 
of this particular objective test of Chinese 
character recognition, it can be concluded 
that those students in the present study 
who were given twice as much instruction 
(120 minutes of weekly instruction per week 
versus 60 minutes of instruction) showed a 
net gain of 20.5%.
Posttest Two

Table 3 presents the statistical analysis 
of the one item on the self-reported survey 
that the subjects completed at the end of 
the research period answering the research 

question guiding this study (Question 
9): what impact does instructional time 
have on the ability of elementary school 
children to learn basic elements of Chinese 
characters?

Figure 2. Post-test two student survey.
 Essentially, students who were given 

120 minutes of Chinese instruction self- 
reported recognizing 83% (with a mean 
score of 8.25 out of a possible 10) of the new 

QUESTIONS 1 TO 10 SCALE STUDENT COMMENTS

1. Can you count numbers 1-100, and rec-
ognize their Chinese number characters?

2. Can you name 10 colors in Chinese?

3. Can you name and greet each family 
member using the correct titles?

4. Are you able to sing five of the Chinese 
songs taught in class?

5. Are you able to recite these two poems? 
Chun Xiao (春晓), young e (咏鹅).

6. Do you understand important elements 
of the Chinese culture? Explain what you 
have learned about each of the topics listed.

7. What Chinese cultural information do 
you want to acquire from your class?

8. Using Pinyin can you read the Chinese 
characters?

9. Do you like the Chinese class you are 
taking now?

10. Do you look for more Chinese 
information out of class?

11. Which methods of instruction most 
help you to learn Chinese?

12.Will you continue to study Chinese in 
the future?

13.Do you have any suggestions for Chinese 
class?

TABLE 1: POSTTEST TWO.

60-minutes
of instruction

90-minutes 
of instruction

120 minutes 
of instruction

Mean score and % 
of correct answers 
(100% = score of 
20)

12.5/62.5% 14.2/71% 16.6/83%

Fourth Grade Post-Test of Knowledge of Chinese Characters

TABLE 2: MEAN SCORES FOR POST-TEST ONE
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Chinese characters that had been taught 
during the research week. This percentage 
correlated 100% to the same percentage 
(also 83%) that the class receiving 120 
minutes of instruction earned on Posttest 
One, an objective test of Chinese character 
recognition. Fourth grade student cohorts 
who were in the 60 and 90-minute Chinese 
classes both under-rated their ability to 
identify the 30 newly-learned Chinese 
characters by 3.7% and 11.9%, respectively. 
Other findings from the analysis of one of 
the other items (Question 9) on Post-Test 
Two reported that those students who 
had received the most instruction during 
the research week self-reported having a 
higher degree of satisfaction with learning 
Chinese than those students who had 
shorter periods of instruction. Could these 
results possibly indicate that students 
who are exposed to the study of Chinese 
during short classes (30 minutes) given 
over several times in the same week (four 
times), compared with those students who 
only have a limited exposure to Chinese 
instruction (30 minutes, once a week), 
not only score better on an objective test 
of Chinese character recognition, but 
also report enjoying their classes and the 
language more? Do these same students also 
have a higher self-perception of their second 
language ability and feel more confident 
about their knowledge of the language they 
are studying? And, by extension, could 
the same hold true for most elementary 
school students studying world languages in 
general? 
CONCLUSIONS, IMPLICATIONS, 
RECOMMENDATIONS

The present research study had several 
inherent limitations which do prevent its 
results from being generalized to a greater 
population. There is the possibility that the 
subjects in the study may have been exposed 
to some Chinese language, games, and songs 
outside of the classroom, which may have 
impacted their answers on the instruments. 
Additionally, the research period was brief 
(1 week), there were only 47 subjects (all 
girls and fourth graders in a private school), 
and no pre-test of Chinese character 
recognition skills was administered prior to 
the research period. Although one of the 
two post-tests was objective in format, the 
other post-test was a self-reported, subjec-

tive instrument, relying on the subjects’ 
self-perceptions to complete the survey. 
Interestingly, however, there was a 100% 
correlation of the results of Posttest One 
(specifically for those students who had 
received 120 minutes of weekly Chinese 
instruction during the research period) to 
Question 9 on Posttest Two that asked for 
the students’ self-reported knowledge of 
the Chinese characters taught during the 
research period. The researchers feel that 
their study will contribute to the literature 
examining the efficacy of Chinese language 
instruction in the elementary arena as docu-
mented by the positive, measurable outcome 
of language performance on an objective 
assessment instrument and vis-à-vis the self-
reported confidence level of the students, 
both of which are directly proportional to 
the amount of actual time spent in language 
instruction. The results of the present study 
corroborate the absolute necessity of offer-
ing several structured lessons per week of 
Chinese language instruction, starting with 
introducing concepts and vocabulary that 
are familiar to the student using simplified 
Chinese characters. 

All world language programs must start 
in the early elementary grades, ideally in 
pre-school, and be seamlessly articulated 
and scaffolded throughout the subsequent 
grade levels. Elementary world language 
instruction must follow ACTFL’s 90% of 
target language instruction, incorporating a 
cross-curricular curriculum and engaging the 
students in the practice of all four linguistic 
skills, using relevant and current realia 
from the target language culture and taking 
advantage of all the incredible technology 
and web resources that are available to 
21st century classrooms. This is absolutely 
essential to ensure that students attain the 
highest possible measurable level of profi-
ciency on the ACTFL scale. As previously 

mentioned, Chinese, a Group IV language, 
has added challenges for the native English 
speaker, and a single 30-minute per week 
period of language instruction (typical of 
many exploratory early language programs 
in the U.S.) is a good experience for the 
students but will not result in the students 
attaining more than a cursory novice level 
in the language.

Recommendations suggested by the 
authors for future research on the topic 
include conducting more comprehensive 
quantitative (i.e., measures of achievement 
of specific linguistic skills, portfolio assess-
ment with objective linguistic rubrics) in 
addition to qualitative research studies 
(i.e., ethnographic observations, individual 
and whole group interviews) over a longer 
period of time and involving a variety of 
classroom venues, which will include a 
wider and more diverse population than 
was used in the present study. Specific 
constructs to investigate in future research 
studies could examine not only the impact 
of particular instructional methods, materi-
als, and resources on measurable language 
performance skills, but also the optimum 
amount of language instruction time that 
has the highest positive correlation to desir-
able linguistic outcomes.
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at The University of 
Tennessee, Knoxville, 
teaches graduate WL 
and ESL methods and 
research classes, directs 
doctoral students in ESL 
ED, and coordinates the 
WL ED grad programs 
and Track 1 MS program in ESL ED. She is the 
Tennessee state representative to NNELL and the 
Editor and founder of The TFLTA Journal.

Dr. Hsiang-te Kung 
is a Professor of 
Geography in the Earth 
Sciences Department 
and the Director of 
the Confucius Institute 
and Asian Studies 
and International 
Trade Program at the 
University of Memphis. 
He teaches weather 
and climate, urbanization and environment, 
water resources, honor’s global challenge, and 
thematic studies of China.

Zhihong Li has 
taught Chinese 
language and culture 
in Memphis at the 
University of Memphis 
campus school and 
at the Hutchison 
School. She is now 
teaching Kindergarten 
Chinese language at 
the Lausanne Collegiate School in Memphis. 
She holds a master’s degree in Education with 
a focus on Teaching Chinese and Research in 
Learning Chinese.
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Visit Us at:  LangoKidsOnline.com

Purchase Curriculum for your Classroom
Since 2006, teachers across the US have 

shared the gift of language with thousands of 
children using Lango learning materials.  

Our play-based curriculum provides many
opportunities for young children to learn 

during every lesson. Using Lango learning 
materials, kids learn by being challenged.  
They hear stories, sing songs, play games, 

respond to prompts,  and do simple art 
activities.

If your school, classroom, home-school co-op, 
or daycare is looking for language 

curriculum, then visit us at Lango Kids Online to 
review and utilize our proprietary  

materials including:

• Adventure Storybooks
• Flashcards

• Reinforcement Materials
• Worksheets

• Coloring Books
• Classroom Labels

• Custom Music
• Sample Lesson Plan

Become a
Lango Co-Op Member

• Use the Lango brand name

• Access 16 different Adventure Lesson Plans

• Unlimited at home-reinforcement for your families

•... and more

Get your free 1-day pass

Thinking about
starting your own
language teaching

business?

For teachers, business owners or schools that want 
unlimited access to all Lango materials, a Co-op 
Membership may be right for you.

•... and more
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✍
	

STEAMing Ahead: Critical Thinking and Problem Solving for Early Language Learners 
The 2017  Summer Institute 

 

 

 
 

Keynote 
Amanda Seewald, 

MARACAS LLC 

	

    
Katrina Griffin, 

North Country HS (MD) 
Dr. Victoria Gilbert 
St. David’s (NY) 

Marissa Coulehan, 
Dalton (NY) 

Dr. Lori Langer de Ramirez, 
Dalton (NY) 

 
Getting Started with STEM - Little 

Experiments, Big Fun 

 
Using the 5 E's to Design World 

Language Lessons 
 

 
How Our Program Picked up STEAM 

    
Ericka Collado, 

Dwight-Englewood (NJ) 
Glen Irvin, 

Wabasha-Kellogg(MN) 
Monica Lluch, 

Far Hills CDS (NJ) 
Nathan Lutz 

Kent Place School (NJ) 
 

Robots as Language Learning 
Tools 

 

 
¿Hablas Minecraft? 

 
Pingüinos: A Science and World 

Language Collaboration 
 

Seesaw: The Learning Journal: 
Ideas for the WL Classroom 

 
Storybook Engineering 

 
World Language Garden 

 

 
 

For info: 
tiny.cc/nnellsi17 

 
 

July 7-9, 2017 
Summit, New Jersey 
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call for 
submissions

 

F	Please include your name and a short 
biography with each piece.

	Photos used must be provided in 
separate files and must meet high-
resolution standards (5mb minimum).

8	 Please send all material to         
journal@NNELL.org. The theme for 
the next edition is “STEAMing Ahead: 
Critical Thinking and Problem Solving 
for Early Language Learners.” Go to 
http://www.nnell.org/publications/docs/
learning_language_theme_deadlines.
pdf for more information.

✍SUBMIT YOUR ARTICLES NOW 
FOR THE SPRING/SUMMER EDITION 
OF LEARNING LANGUAGES.

DEADLINE: JUNE 1


