
32 Northeast Conference, Review 51

The Standards for Foreign Language
Learning in the 21st Century (SFLL)
(ACTFL, 1996) identifies critical thinking
as one of seven threads in the “weave of
curricular elements” (p. 33). The weave,
made up of the standards’ five goal areas
(communication, cultures, connections,
comparisons, and communities) interwo-
ven with seven curricular elements (lan-
guage system, cultural knowledge,
communication strategies, critical think-
ing skills, learning strategies, other sub-
ject areas, and technology) suggests
possibilities for a broad range of curricu-
lar experiences for contemporary foreign
language study. Several of the threads
and their integration in foreign language
learning have been investigated (e.g.,
Lange, 1999, cultural knowledge; Liskin-
Gasparro, 1996, communication strate-
gies; Chamot, 1999, learning strategies;
Walz, 1998, technology). However, the
role of critical thinking in foreign language
learning has received little attention.

According to SFLL, critical thinking skills
range from “the very basic level of identi-
fication and recall to the higher levels of
analysis and problem-solving” (p. 35).
Critical thinking has been defined as a
metacognitive endeavor, “an active, pur-
poseful, organized process we use to
make sense of our world by carefully
examining our thinking and the thinking of
others in order to clarify and improve our
understanding” (Chaffee, 1988, p. 27).
Developing critical thinking skills and
learning a foreign language can be com-
plementary activities because communi-
cation and understanding others’
perspectives are important to both for-
eign language study and critical thinking.
The Foundation for Critical Thinking
(1999, p. vii) maintains that mastery of
language contributes to critical thinking.
Furthermore, individuals become better
readers, writers, speakers, and listeners
as they become more proficient in critical
thinking, and they develop their skill in
using language as they improve their abil-
ity to think and make sense of the world
(Chaffee, 1988, p. 167). Critical thinkers
seek other perspectives on the situations
they are trying to understand and attempt
to see all sides of an issue. They are will-
ing to put themselves in the position of
others and try to see things from their
points of view (Chaffee, 1988, p. 43-4).

This paper provides suggestions for inte-
grating critical thinking in foreign lan-
guage instruction within the context of the
standards’ curricular weave. The discus-
sion is organized into four areas: content,
process, product, and environment.

Content
Chaffee (1992) proposes two contrasting
approaches to teaching and learning: the
coverage model and the critical thinking
model. In the coverage model, content is
perceived as information that students
learn through reading and listening to
teacher lectures. The Foundation for
Critical Thinking (1999) maintains that the
majority of teachers and students view
content as a “sequence of stuff to be rou-
tinely ‘covered’ and committed to memo-
ry” (p. 2-8), and that, on average, 90% of
the decisions made about instruction are
a result of the textbook chosen (p. 4-5).
Lange (1996) maintains that “with the
acceptance of the text as the curriculum
comes the concept of coverage” (p. 86).
Both Chaffee and the Foundation for
Critical Thinking caution that textbooks
should not drive instruction because most
textbooks are not structured to enhance
critical thinking about their content. The
seven threads in the weave of curricular
elements suggest opportunities to break
away from a textbook-bound program
and from the tendency to feel obliged to
cover a certain number of chapters.

In contrast to the coverage model,
Chaffee (1992) proposes a critical think-
ing model in which students not only
learn information but also develop a pro-
gressive understanding of the process
used to generate and think about the
information. Similarly, the Foundation for
Critical Thinking (1999) suggests that 

All content is nothing more nor less
than a mode of thinking, a way of fig-
uring something out, a way of under-
standing something through thought…
To learn any body of content, therefore,
is to figure out (i.e., reason or think
through) the connections between the
parts of that content (p. 2-8).

Critical thinking can be integrated in for-
eign language learning when content is

understood to be a mode of thinking in the
target language and when students are
challenged to figure out the target lan-
guage speakers’ mode of thinking by
interpreting (listening and reading) and
producing (speaking and writing) the tar-
get language. When students listen, read,
and/or view authentic texts (i.e., materials
written or produced for target language
speakers), and when they produce the
target language orally or in writing, they
can be guided to engage in higher order
thinking skills that require critical thinking
(e.g., analysis, synthesis, and evaluation).

Analysis, as defined in Bloom’s
Taxonomy of Educational Objectives
(1956), “emphasizes the breakdown of
material into its constituent parts and
detection of the relationships of the parts
and the way they are organized” (p. 144).
For example, students guess the mean-
ing of new words from the context in
which they appear. They detect the
nature and function of particular state-
ments or images and are able to read
between the lines for information that
may not be explicitly stated. Reading and
listening critically involve not only identify-
ing the main idea but also finding evi-
dence and examples that support it.

“Evaluation is defined as making judg-
ments, for some purpose, about the value
of ideas, works, solutions, methods,
material, etc. It involves the use of criteria
as well as standards for appraising the
extent to which particulars are accurate,
effective, economical, or satisfying”
(Bloom, 1956, p. 185). Students can eval-
uate authentic materials based on prede-
termined standards or appraise the
extent to which their own ideas are con-
sistent with that which is presented in the
material. They may compare the extent to
which the cultural information in the
material is consistent with their own cul-
ture’s mode of thinking.

“Synthesis is putting together elements
and parts so as to form a whole…working
with elements, parts, etc., and combining
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them in such a way as to constitute a pat-
tern or structure not clearly there before”
(Bloom, 1956, p. 162). For example, stu-
dents combine their knowledge of the
language system (grammar, spelling,
syntax, vocabulary) and their knowledge
of a topic from another subject they are
studying in school to produce an original
written composition or an oral presenta-
tion in the target language.

Process
Selecting content around which activities
that engage students in critical thinking
may be planned is essential for foreign lan-
guage programs that aim to move students
beyond memorization and repetition.
Providing students with strategies and
tools to process content in an active, pur-
poseful, and organized manner is equally
important. This section of the paper
describes three means of facilitating the
development and use of critical thinking as
students process content: the use of graph-
ic organizers, a process approach to writ-
ing, and learning strategies.

Graphic Organizers

Wincour (1985) defines graphic organiz-
ers as, “visual constructs or diagrams as
a communication aid for systematically
mapping the organization of ideas and
guiding internal dialogue” (p. 88). Graphic
organizers are useful tools in facilitating
critical thinking because they help stu-
dents organize content, examine their
prior knowledge for interrelationships,
and identify gaps in their own thinking.
Four sample graphic organizers, their
purpose, the thinking skills targeted, and
a description of how to use them, as sug-
gested in The Nebraska K-12 Foreign
Language Frameworks (1996), can be
found in Appendix A. Teachers may cre-
ate their own graphic organizers to corre-
spond with their selected content and
objectives. Two teacher-created exam-
ples of graphic organizers, which were
used in the process approach described
below, are presented in Appendix B.

A Process Approach to Writing

Students may be guided in developing crit-
ical thinking through a process approach
to writing. The approach typically involves
four phases — preparing, drafting, revis-
ing, and presenting — that provide oppor-
tunities for students to carefully examine
their own thinking and evaluate their writ-
ing based on established criteria and feed-
back from other individuals. The phases
can be completed recursively, moving
back and forth among the phases, or in a
strictly linear fashion. The four phases of
the approach are illustrated below with a
sample plan that was implemented in a
second-year university French class. The

content selected for the plan was an
authentic text about French universities
(www.france-universite.net). Since stu-
dents were directed to the Internet to find
the text, the technology thread of the cur-
ricular weave was interwoven with critical
thinking and the communication goal.

The purpose of the first phase, preparing,
is to generate and organize ideas and elic-
it potentially useful language. It may be
desirable to include more than one activity
during the preparation phase. Some activ-
ities students may do on their own; others
such as discussions, brainstorming, or
completing a concept web (see Appendix
A) may be done in small groups or with the
class as a whole. For the first activity in the
sample plan, students worked on their
own outside of class to complete the
graphic organizer “How to Choose a
University” (see Appendix B). They were
given the following directions:

First, imagine your ideal university.
What are the characteristics? What cri-
teria are important to you? Then, com-
plete the activity, “How to Choose a
University.” In each of the four squares
you should write one criterion that is
important to you in choosing a univer-
sity (for example: a good library, situat-
ed in an interesting city…).Then, in the
rounded rectangles and trapezoids,
explain your criteria a little more. For
example, if one of your criteria is “situ-
ated in an interesting city,” you should
explain what you mean by “interesting.”

During the next class, students worked in
small groups to explain their completed
graphic organizers. All discussions were
conducted in French. Students were
advised that they could add other criteria
based on the ideas of the members of their
group. Students were then assigned to
complete a matrix as homework (see
Appendix B). In the left column of the
matrix, they wrote the criteria that they had
already identified for their ideal university.
Then they went to the Internet site and
clicked on the map of France to find
descriptions of all universities in France.
They skimmed as many descriptions as
needed in order to find two universities that
offer their preferred criteria and then wrote
the name of the universities in the first row
on the matrix. In the second and third
columns, students briefly described how
the selected universities met their identified
criteria. During the next class, in the same
small groups as in the previous class peri-
od, students shared what they had found
and justified their selections of universities.

Drafting, the second phase in a process
approach to writing, also requires critical
thinking. During this phase, students
assemble their ideas into a whole. In the
sample plan, students used the graphic

organizers they had prepared in the
preparation phase to write a two-page
composition in which they described the
criteria they would use to choose a uni-
versity, explained how the two universities
they found met their established criteria,
and, finally, justified which of the two uni-
versities they would choose. In producing
a composition by combining information
from different sources, students were
thinking at the evaluation and synthesis
levels. According to Wiggins (1998),

Performance or production requires
the student to plan and execute a new
work from scratch and to use good
judgment in choosing apt content and
shaping a quality product — a ‘synthe-
sis’ leading to a ‘unique’ creation by
the students in the words of Bloom’s
Taxonomy (p. 140).

The third phase in a process approach is
revising. Students rethink, reorganize, and
polish their compositions. In the sample
plan, students had two opportunities to
revise. First, the small groups from the
preparation phase read each others’com-
positions to determine if their ideas were
clearly stated. After revising their composi-
tions based on the peer comments, stu-
dents then submitted the compositions to
the teacher who evaluated them based on
predetermined criteria which had been
shared with students before they began
the writing task. Students were allowed to
revise and resubmit their compositions
after receiving the teachers’ feedback.
Students evaluated their group members’
compositions based on predetermined cri-
teria in carrying out peer editing; and since
the authors re-examined their thinking and
clarified their ideas in revising their com-
positions, they were engaged in critical
thinking during the revising phase.

The final phase in a process approach to
writing is presentation. In the sample plan
students formed new groups made up of
different individuals than the groups in the
preparation and drafting phases. Each
member in every small group read at
least one composition of another member
of their group.

Learning Strategies

As students process content, they use
learning strategies, “task-specific tactics
or techniques, observable or nonobserv-
able, that an individual uses to compre-
hend, store, retrieve, and use information
to plan, regulate, or assess learning”
(Galloway & Labarca, 1990, p. 141).
Critical thinking is interwoven with learn-
ing strategies in that their use facilitates
reasonable, reflective thinking. Sample
learning strategies used in each stage
identified in the above definition (planning,
regulating, and assessing) are provided
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below. An in-depth discussion of learning
strategies can be found elsewhere (e.g.,
Oxford, 1990; Chamot, 1999).

Before beginning any assigned task, such
as reading an authentic text, writing a
composition, preparing an oral report or
viewing a video, students use learning
strategies to plan how they will accom-
plish the task. For example, students may
identify what they already know about the
topic or recall how they approached a
similar assignment in the past. If they are
reading, they might quickly skim the mate-
rial to get a general idea or impression of
the text or make predictions from the title
and illustrations. Regulating describes the
students’ awareness and attention as they
work on the task. Strategies that students
may use include keeping track of how they
are doing and identifying problems they
are having. They might also focus on spe-
cific aspects of the language such as cog-
nates or concentrate primarily on verbs.
Students use learning strategies in
assessing their work by checking it to see
if they have met all the predetermined cri-
teria. They might also orally or mentally
summarize what they have done or what
they have learned from doing the task.

Teachers can facilitate students’ develop-
ment and use of critical thinking by help-
ing them make their own learning
strategies explicit and teaching them
other effective strategies. Chamot (1999)
suggests that teachers should give each
strategy a name, model it, and provide
opportunities for students to practice the
strategy with real learning tasks.

Product
Using graphic organizers, implementing a
process approach to writing, and enhanc-
ing students’ awareness and use of learn-
ing strategies are three means by which
critical thinking can be interwoven with
foreign language learning as students
process content. Developing products is
another means. The tangible products
students create for authentic assess-
ments and the intangible product of a
cross-cultural mind are discussed below.

Products for Authentic Assessments

Wiggins (1998) defines authentic assess-
ment as a measure of student perfor-
mance characterized by the following
standards. Student performance…

1. Is realistic. The task or tasks replicate
the ways in which a person’s knowl-
edge and abilities are “tested” in real-
world situations.

2. Requires judgment and innovation.
The student has to use knowledge and
skills wisely and effectively to solve
unstructured problems, such as when
a plan must be designed, and the solu-
tion involves more than following a set
routine or plugging in knowledge.

3. Asks the student to “do” the subject.
Instead of reciting, restating, or repli-
cating through demonstration what he
or she was taught or what is already
known, the student has to carry out
exploration and work within the disci-
pline of science, history, or any other
subject.

4. Replicates or simulates the contexts in
which adults are “tested” in the work-
place, in civic life, and in personal life.
Contexts involve specific situations
that have particular constraints, pur-
poses, and audiences.

5. Represents the students’ ability to effi-
ciently and effectively use a repertoire
of knowledge and skill to negotiate a
complex task. Good judgment is
required here, too.

6. Allows appropriate opportunities to
rehearse, practice, consult resources,
and get feedback on and refine perfor-
mances and products (pp. 22-24).

The following four samples illustrate
authentic assessments in foreign language
learning. (1) Imagine that you are working
for an advertising agency. Your boss, who
knows you speak German, has asked you
to work for a client who wants to sell his
American product in Germany. Create an
ad that would entice the Germans to buy
the product. (2) Tourism is a major source
of revenue in many European cities.
Imagine that you and a group of your class-
mates are on the council of a city in Spain
and you are concerned about promoting
tourism. Your group has been delegated
the responsibility of preparing a brochure
to attract tourists to your city. (3) You have
an apprenticeship in an American branch
of a French business.Your boss has to take
a trip to France. He has an appointment
with clients in Paris, Strasbourg, Lyon, and
Marseille. Since he prefers taking the train,
and, if possible the TGV, you must prepare
a detailed itinerary for him which lists the
train schedules and available amenities.
Your boss has given you the following infor-
mation: He arrives in Paris on March 20
and must be in Strasbourg by noon since
he has a meeting at 3:00. His next meeting
is in Lyon on March 23 at 6:00 p.m., and he
plans on spending at least one night there.

He has another meeting in Marseille on
March 26 at 9:00 and must return to Paris
on March 28 for his last meeting at 9:00.
His return flight is March 29 at 10:40.Make
up his itinerary for his travel in France by
consulting the Internet site www.sncf.com.1

(4) Imagine that you are on the Student
Union Board at the university. The mem-
bers of the board must decide on two or
three activities to sponsor during the
semester. The problem is that everyone on
the board has a different idea. It has been
decided that at the next meeting any board
member who so desires may have three
minutes to talk about an activity they want
the board to sponsor and why. Choose an
activity which you enjoy and which you
would like the board to sponsor.

Authentic assessments in foreign lan-
guage learning require students to demon-
strate their knowledge of the language
system by using the language to create an
oral or written product that a person might
be asked to create in a real-world context.
The products in the above samples are an
advertisement, a brochure, an itinerary,
and a speech about an enjoyable activity.
Other products include a campaign
speech, an interview, a movie script, a
radio commercial, or a simulation. In creat-
ing products for authentic assessments,
students engage in critical thinking as they
analyze the task as stipulated by the
requirements of the assessment; synthe-
size their repertoire of skills, learning, and
understanding to create the original prod-
uct; and evaluate in choosing appropriate
content and measuring the extent to which
their product meets the established
assessment criteria.

Cross-Cultural Mind as Product

The purpose of critical thinking, accord-
ing to Chaffee (1988), is to clarify and
improve our understanding of the world
(p. 66). As illustrated below, foreign lan-
guage study has a similar objective.

American students need to develop an
awareness of other people’s views, of
their unique way of life, and of the pat-

“Regulating describes 
the students’ awareness 

and attention as they 
work on the task.”

“Authentic assessments in
foreign language learning
require students to demon-
strate their knowledge of
the language system by

using the language to create
an oral or written product

that a person might be
asked to create in a 
real-world context.”
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terns of behavior which order their world,
as well as learn about contributions of
other cultures to the world at large and
the solutions they offer to the common
problems of humankind. Such aware-
ness will help combat the ethnocentrism
that often dominates the thinking of our
young people (SFLL, 1996, p. 42).

Individuals who have a cross-cultural mind
realize that no one culture’s interpretations
of the world are necessarily more correct
than those of any other culture. Instead
each interpretation simply reveals the
“spectacles” through which a person views
the world (Chaffee, 1988, p. 108). One of
the goals of interweaving critical thinking
with foreign language learning is to make
students aware of their own culturally influ-
enced spectacles in order to help them
recognize and eliminate any bias or distor-
tion they may experience when encounter-
ing new information about target language
speakers and their cultures.

One technique toward reaching the goal
stated above, is to ask students to write a
metaphor describing culture. (A few sam-
ple student-written metaphors include:
“Culture is a patchwork quilt.” “Culture is a
tossed salad.” “Culture is a rainbow.”
“Culture is an umbrella.” “Culture is a bowl
of M&Ms.”)  In explaining their own com-
parisons and listening to others, students
not only gain an awareness of their own
culture but also begin to realize the multi-
faceted nature of culture. Another way to
help students become aware of their own
culture is to read and discuss “Body Rituals
Among the Nacirema” (Miner, 1979). The
article, told from the point of view of a visi-
tor to the Nacirema (American spelled
backwards), recounts the natives’ obses-
sion with health and beauty. Students gen-
erally find the description to be quite
humorous and are able to laugh at them-
selves as they recognize their own habits in
Miner’s portrayal. Yet another technique is
to examine proverbs and bumper stickers
and the underlying values they reveal. For
example, our society’s litigious nature is
illustrated in the bumper sticker, “Please
tailgate. I need the money.” Our pay later,
charge account ethic and the Disney phe-
nomenon are revealed in, “I owe. I owe. It’s
off to work I go.”

Environment
Interweaving critical thinking with foreign
language learning, as in any other acade-
mic area, necessitates creating and main-
taining a certain classroom environment.
Chuska (1995, pp. 17-20) proposes four
motivation strategies for creating a class-
room environment conducive to critical
thinking.The first is to ask fewer questions.
Because research indicates an inverse
relationship between the number of ques-
tions asked during a single class session

and the level of thinking required to answer
them, Chuska recommends asking only
four or five well planned, open-ended
questions per class session. In foreign lan-
guage instruction, less time spent on dis-
play questions — asked so that students
can demonstrate their knowledge of the
language system — allows more time for
questions that require students to apply,
react to, or reflect on the content that has
been selected for the class.

Chuska’s (1995) second recommendation
is to provide more time for answers. He
cites research that has found the average
amount of time teachers allow for stu-
dents to answer a question before moving
on to someone else is only one second.
Waiting three or four seconds after asking
a well planned, open-ended question not
only provides time for students to think
through their answers but also allows
more students to respond. Additionally,
teachers should provide time after a stu-
dent responds to elaborate and support
the response. Shrum and Glisan (2000,
Appendix 10.2) suggest ways for provid-
ing more think time for answers such as
the “think-pair-share” technique where
students take several sentences to think
about an answer, share it with a partner,
and then follow up with a discussion of the
answers with the whole class. Other tech-
niques include asking follow-up questions,
surveying the class to see how many peo-
ple agree with the answer, asking stu-
dents to describe how they arrived at their
answer, and playing the devil’s advocate
by requiring students to defend their rea-
soning against different points of view.

The third recommendation Chuska (1995)
proposes is that the teacher and students
pay attention to the student who is
responding. Nonverbal behaviors such as
smiling and establishing eye contact as
well as verbal behaviors such as making
requests for explanation, elaboration,
and/or clarification of responses imply that
students’ ideas are worthwhile, relevant,
and worthy of examination. The teacher
may encourage other students to pay
attention to their classmates’ responses by

asking for comments on, critiques, or ana-
lyzes of another student’s responses.

Chuska’s (1995) fourth suggestion is that
teachers talk less. If students are to think
critically, they cannot be passive receivers
of information. In foreign language instruc-
tion, lecture should be kept to an absolute
minimum. Emphasis should be on stu-
dents’ interpretation and production of the
target language and the demonstration of
their language proficiency through
authentic assessment.

Conclusion
Prior to The Standards for Foreign
Language Learning in the 21st Century
(SFLL) (ACTFL, 1996), critical thinking
had not been identified explicitly as a cur-
ricular element in foreign language
instruction. That is not to imply that pre-
standards foreign language instruction
never challenged students to think critical-
ly. Programs that require students to read
analytically and to apply the language, as
Bloom (1956) defines application, “in situ-
ations new to the student or situations
containing new elements as compared to
the situation in which the abstraction is
learned” (p. 125), do engage students
implicitly in critical thinking. However, in
order to offer students the rich curricular
experiences suggested by the standards’
weave of curricular elements, critical
thinking must be planned for and taught in
an active manner. Interweaving critical
thinking in the content, process, product,
and environment of foreign language
learning, as presented in this paper, facil-
itates the identification of objectives for
developing and using critical thinking at all
levels of foreign language instruction.

References
National Standards in Foreign Language
Education Project. (1996). Standards for
foreign language learning in the 21st cen-
tury. Yonkers, NY: author.

Bloom, B.S. (Ed.) (1956). Taxonomy of
educational objectives. Handbook 1: The
cognitive domain. New York: David McKay.

Chaffee, J. (1992).Teaching critical thinking
across the curriculum. In C.A. Barnes (Ed.),
Critical thinking: Educational imperative
(pp. 25-35). San Francisco: Jossey-Bass.

Chaffee, J. (1988). Thinking critically (2nd
ed.). Boston: Houghton Mifflin Co.

Chamot, A.U. (1999). Reading and writing
processes: Learning strategies in immer-
sion classrooms. In M.A. Kassen (Ed.),
Language learners of tomorrow: Process
and promise (pp. 28-59). Lincolnwood:
National Textbook.

Chuska, K.R. (1995). Improving classroom
questions: A teacher’s guide to increasing

“Because research indicates
an inverse relationship

between the number of ques-
tions asked during a single

class session and the level of
thinking required to answer
them, Chuska recommends

asking only four or five well
planned, open-ended ques-

tions per class session.”



36 Northeast Conference, Review 51

student motivation, participation, and high-
er-level thinking. Bloomington: Phi Delta
Kappa Educational Foundation.

Foundation for Critical Thinking. (1999).
Critical thinking: Basic theory and instruc-
tional structures. Dillon Beach, CA: The
Foundation for Critical Thinking.

Galloway, V., & Labarca, A. (1990). From
student to learner: Style, process, and
strategy. In D. Birckbichler (Ed.), New per-
spectives and new directions in foreign
language education (pp. 111-158) The
ACTFL Foreign language education
series. Lincolnwood: National Textbook.

Lange, D.L. (1996). Planning for and
using the new national culture standards.
In J.K. Phillips (Ed.), Foreign Language
Standards: Linking research, theories,
and practices. Lincolnwood: National
Textbook.

Liskin-Gasparro, J.E. (1996). Circumlocu-
tion, communication strategies, and the
ACTFL Proficiency Guidelines: An analy-
sis of student discourse. Foreign
Language Annals, 29, 319-342.

Miner, H.M. (1979). Body ritual among the
Nacirema. In E.C. Smith & L. F. Luce
(Eds.), Toward internationalism: Readings
in cross-cultural communication (pp. 173-
178). Rowley: Newbury House.

Nebraska Department of Education.
(1996). Nebraska K-12 Foreign Language
Frameworks. Lincoln: Nebraska Depart-
ment of Education.

Oxford, R.L. (1990). Language learning
strategies: What every teacher should
know. Boston: Heinle & Heinle.

Shrum, J.L., & Glisan, E.W. (2000).
Teacher’s handbook: Contextualized lan-
guage instruction (2nd ed.). Boston:
Heinle & Heinle.

St. Onge, S., St. Onge, R., & Kulick, K.
(1999) Interaction: Révision de gram-
maire française (5ème edition). Boston:
Heinle & Heinle. http://interaction.hein-
le.com/chap7.html.

Walz, J. (1998). Meeting standards for
foreign language learning with world wide
web activities. Foreign Language Annals,
31, 103-113.

Wiggins, G. (1998). Educative assess-
ment: Designing assessments to inform
and improve student performance. San
Francisco: Jossey-Bass.

Wincour, G.P. (1985). Developing lesson
plans with cognitive objectives. In A.L.
Costa (Ed.), Developing minds: A resource
book for teaching thinking (pp. 87-93).
Alexandria, VA: Association for Super-
vision and Curriculum Development.

Appendix A: Sample Graphic Organizers from The Nebraska K-12 Foreign
Language Frameworks (1996)
Concept Web Concept Ladder

Purpose: To identify characteristics Purpose: To arrange information 
or attributes of a topic and group them about a person, item, or topic
in a visual pattern to show a concept. into an organized framework.

Thinking skills: Listing, gathering, Thinking skills: Listing, 
summarizing characterizing, brainstorming

How to use: Choose a category or How to use: Label each “rung”
topic and identify its characteristics with a characteristic of the 
or attributes. Create subcategories person, thing, or idea. Fill in
to describe the characteristics or the frames with appropriate
attributes. information.

Comparison Chart KWPL

Purpose: To show similarities and Purpose: To use prior knowledge about
between two or more topics something as a bridge to a new concept
(people, places, events, or ideas) or lesson

Thinking skills: Comparing, contrasting, Thinking skills: Recalling, analyzing, 
analyzing evaluating

How to use: Write the topics in the top How to use:
row of the grid; write the elements for K = Know — brainstorm and list what 
comparison in the left column; write the you already know about a topic.
appropriate data in the remaining  W = Want to know — write questions 
columns. about what you want to learn.

P = Predict — predict what you will
learn.

L = Learned — review the topic after
studying it and write what you
learned.

Made (used) for?

Parts of?

Gear/Equipment?

Types of?

Made of?

Kind of?

Topic 1 Topic 2

Element
1

Element
2

Element
3

Element
4

K W P L
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Appendix B: Two teacher-created graphic organizers used in the sample process approach to writing.

How to Choose a University Matrix

First, in the left column, write the criteria that you have already
identified for your ideal university. Skim the websites for French
universities and find two universities that meet your established
criteria. Write their names in the first row of the matrix. In the sec-
ond and third columns, explain how the selected universities
meet your criteria.

1 This item is based on a web-based activity in St. Onge, St. Onge, Kulick (1999)
Interaction (5th edition): http://interaction.heinle.com/chap7.html.

criteria university university

What are the principal criteria?


