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ABSTRACT

The purpose of this study was to evaluate the counseling-
learning approach to foreign tanguage instruction as compared to
traditional methods in terms of language achievement and change-
in personal orientation and in attitude toward learning.A»

Twelve studeﬁts at Loyola University”vblunteered to learn
Spanish or German under simultaneous exposure to both, using the
counseiing-learning approéch(CCL). They received three hours
credit in educational methods. The activities offered were:

1) conversations in the target language through the éliént—"
éounselor relationship; 2) discrimination of linguistic structure
through the.muiti-sénsory Chromacord(® equipment; and 3) evaluafive
sessions. The comparison group(TCC) was combosed of twelvé
students from regular Spanish and"German language classes at a
different university in the area, who volunteered to take fhe
823? pré—post test battery as the CCL group. These students were

téught by native speake#s under traditional methods and received

three hours foreign language credit. Both groups met three hours

The results of a 2 x 2 analysis of covariance on a battery
of language tests indicates both CCL and TCC groups achieved géin
in their respective language focus. Significant differences in
gain were as follows. 1In cognitive Gérman language skills, as

predicted, both groups performed equally well; but in Spanish,




the CCL group achieved greater gain (pé;OS) in usage and reaaing
comprehension skills. 1In the practical area for each target
language, as predicted, the CCL group surpassed the TCC group

in listening comprehension (pC.Ol) and speaking (p<.05) skills.

The assumption that simultaneous learning of two contrasting
languages.is possible through counseling-learning was verified by
comparing laﬁguage achievement for both German-focus and Spanish-
focus-CCL groups. This suggests that'through self-investment,
empathic listening and interpersonal commitment, the CCL groups
learned one another's target language to a éertain degree.

Data for the Personal Oriéhtation Inventory indicates pre
and posttest means for both groups fell in the normal range of
self-actualization. This result was expected. For individual
-scales, however, the CCL group showed gain in tﬁe inner-directed
scale(p<.01) aﬁd in three other subscales{p<.05): existentiality,
feeling reactivity and capacity for-intimate contact. The TCC
group showed a decrease in almoét all the scaleé. Data for the 4
attitude inventory also indiéates greater (p<4.05) positive change
for the CCL»group; |

These results indicate the counseling-learning'approach to
foreign language instrqctibn is successful in bringing.about
learﬁing in cognitive and pfactical areas. The affective data
also tentatively suggests that the psychological openneSS'made
possible through CCL might help reduce blocks to learning and
further growth in self-awareness a;a interpersonal sensitivity.'

- Further research is needed to generalize these findings.




Acknowledgments

This research was supported by a grant from the
United States Office of Education. The gracious assistance
extended by Dr.'UoSeﬁh Murnin and Mrs. Ellen Dye of the Region V
Office was invaluable to the completion of the pfoposal, Sincere
appreciation xs due Dr. John A. Wellington for encouragement and
guidahce during the grant application and continued advice during
the preparation of this disserta%ion. The author is deeply
indebted to Dr. Charles A. Curran for his patient teaching and
training. Whatever understanding of counseling-learning may be
evident here is owed largely to his personal investment in hex
as person, student and professional educator. The inadequacies
of the present study, however, should not reflect on him or his
ideas. Special thanks are due Dr. Manuel S. Silverman for
guidance during the sglection and preparation éf.instruments and
for continuous helpful criticism,‘to.Dr. Thomas B. Johnson for

carefully reading this dissertation, and to Dr. K. Balasubramoman

for valuable advice on research design and statistical analysis.

* .

In accordance with the U.S. Office of Education Amendments
of 1972, this grant was funded through the National Institute
of Education. . '




fhe author is also indebted tc the counselors and members
of the experimental group whose trust and enthusiasm were most-
inspiring. Thanks are also due to the comparison group and to
the Chromacord Company for gracious cooperatioﬁ. Finally,
without the encouragement and support received in countless ways
from hef husband, William Gallagher, and family, this study would
not have been possible. The writer acknowledges with gratitude
the many opportunities extended her in the United States and,
in particular, the kindnesses of teachers and friends at Loyola
who by sharing their ideas, time and peréonal awareness have

contributed to her personal and professional development.




TABLE OF CONTENTS

List of Tables ' vi

List of Figures ©owvii
Chaptér ' | t
I INTRODUCTION 1
The Nature of the Problem: The Impact of 1
the Human Potential Movement on Education
Background of the Study and . 3
Clarification of Terms
< Counseling-Learning Theory . 4
Client-Counselor. Relationship in Learning 4
Counseling-Learning in Community 5
‘Learning and Teaching Integrated o 6
Purpose of the Study 7
Limitations qf the Study 11
Organization of the Study ‘ 11
IT REVIEW OF THE RELATED LITERATURE - 'f léA
Methods in Foreign Language Teaching ,1 12
Modern Approaches to the Study of Language 17
g Personal Approaches to Learning 24
Related Studies 6n Counseling-Learning | .32
Summary | 34

iii




Chapter

III DESIGN, PROCEDURE AND INSTRUMENTS 35

Design 35
Procedure: Counseling-Learning in the 38

Present Study :

Instruments 46
Procedure of Analysis ' 52
IV RESULTS AND DISCUSSION ' 55
Evaluation of Language Achievement 56
Evaluation of Affective Area 76
Summary ‘ ' : 85
V DESCRIPTIVE ANALYSIS 88
Anxiety: Need of Artificial Aids for ‘ 89
Communication '
Security Aids Commitment 90
~ Breakthrough to Personal and _ , : 91
« Interpersonal Communication
From a Groub of Individuals to a "Community" 92
Behavior Change: Individual Differences 95
Role of the Counselors : 96
Role of the'Facilitator» | 28
Personal Evaluations ‘ : , 100
Ensuing Effects ' 103

iv




Chapter

VI

SUMMARY, CONCLUSIONS,
IMPLICATIONS

Summary

Conclusions

Recommendations

“Implications

Bibliography
Appendix
A - Illustrations

B - Instruments

RECOMMENDATIONS AND

109

109
114
116

118

120




LIST OF TABLES

Table Page
I ANCOVA: COGNITIVE GERMAN LANGUAGE SKILLS 58
German Focus CCL Group vs German Focus TCC Group
II ANCOVA: COGNITIVE GERMAN LANGUAGE SKILLS 60
German Focus CCL Group vs Spanish Focus CCL Group
ITI ANCOVA: PRACTICAL GERMAN LANGUAGE SKILLS 63
German Focus CCL Group vs German Focus TCC Group
Iv ANCOVA: PRACTICAL GERMAN LANGUAGE SKILILS 64
German Focus CCL Group vs Spanish Focus CCL Group
\Y% ANCOVA: COGNITIVE SPANISH LANGUAGE SKILLS 66
Spanish Focus CCL Group vs Spanish Focus TCC Group
VI ANCOVA: COGNITIVE SPANISH LANGUAGE SKILLS 69
Spanish Focus CCL Group vs German Focus CCL Group
VII ANCOVA: PRACTICAL SPANISH LANGUAGE SKILLS 71
Spanish Focus CCL Group vs Spanish Focus TCC Group
VIII ANCOVA: PRACTICAL SPANISH LANGUAGE SKILLS 73
Spanish Focus CCL Group vs German Focus CCL Group
IX ANCOVA: PERSONAL ORIENTATION 78
X ANCOVA: ATTITUDE TOWARD FOREIGN LANGUAGE 82
LEARNING ‘

vi’




Figure

LIST OF FIGURES

Research Hypotheses

Curran Arrangements in Client-
Counselor Relationship

Curran Stages of Growth through the
Internalization of Knowlecdge '

Arrangement in Client-Counselor
Relationship in the Present Study

Chromacordﬁb Color Code System

®

Scheme of Analysis

Chromacord Learning Laboratory
Profile for German Language Achievement
Profile for Spanish Language Achievement

Profile for the Personal Orientaticn
Inventory

Change in Attitude Toward Foreign
Language Learning

vii

10
29

30

40

41
42
54
68
75
79

83




CHAPTER I
INTRODUCTION

The Nature of the Problem:

The Impact of the Human Potential Movement on Education

Psychologists and educators would generally agree that one
of the major contributions to the understanding of the human
person during the latter half of the Twentieth Century has
been the unfolding of a movement whose goal has come to be
"the exploration of human potential." The movement may be said
to have had its impetus from the development of the theory and
practice of counseling, psychotherapy, group dynamics and related
fields. While the focus at first was on a medical model--the
idea that a person had to be "cured" or 'healed"--the scope has
widened to include any normal growth process, and thus the
educative process. Egan comments on this development:

The human-potential movement is helping to

reconstruct an educational system that has placed

too much emphasis on cognition and not enough

emphasis on feeling....Students are thirsty for

richer affective contacts with one another and

with the world. Indeed, emotional education has
a developmental priority that formal educational




sys-ems have overlooked to their detriment. It

is possible that the:. human-potential movement will
force formal education to become more pluralistic
and therefore more balanced, more human.l

From this, one may conclude that a major goal of the
human ;. :ntial movement is the integration of affect, cognition
and action. Rogers, for example, points out that the aim of
education today should be the "facilitation of learning":

We are, in my view, faced with an entirely new
situation in education where the goal of education,
if we are to survive, is the facilitation of change
and learning. The only man who i3 educated is the
man who has learned how to adapt and change; the man
who has realized that no knowledge is secure, that
only the process of seeking knowledge gives a basis
for security. Changingness, a reliance on process
rather than upon static knowledge, is the only thing
that makes any sense as a goal for ‘education in the
modern world.,

With the emphasis on "learning" rather than "teaching,"
Rogers invokes the student-centered classroom, where the teacher
as a facilitator of learning is continuously asking himself:

How can I create a psychological climate in
which the child will feel free to be.curious, will
feel free to make mistakes and learn from them,
will feel free from judgmental evaluation, will feel
free to learn from his environment. his fellow
students, from me, and from his experience? How
can I help him recapture the excitement of learnlng
which was his in infancy?,

1
G. Egan, Encounter Groups: Basic Readings (Belmont, Cal.:
Wadsworth Publishing Co., 1971), p. 258.
2

C. Rogers, Freedom to Learn (Col. Oth‘ C.E.Merrill,1969),

p. l04.
3
; "The Teacher as a Facilitator of Learning,"

The Catechist, IV, September 1970, p. 34-35. .

1




3
Implied here is not only the confronting aspect of learning,
but also the concept that leérning is not an individual task
which takes place in a vacuum. Real learning, whether it involves
"new" personal or objective knowledge, is dynamic: it has a
tremendous impact on self, on others and on society. Thus,-the
conzern to create a warm, accepting atmosphere to minimiée the
anxiety and threat of submitting oneself to the state of "not

1

knowing," is but one phase of the learning continuum.

The human potential movement in education'implies,-4 then,
the shift from an emphasis on teaching to learning; from the
notion of learning as the acqguisitioun of facts and skills, to
a more integrative view which takes into consideration the valﬁe
system and life style of the individual person% from deperson-
alized, mechanical methcds and techniqués, to personal and

interpersonal approaches.

Background of the Study and
Clarification of Terms

One of the approaches which this movement encompasses
is represented by counseling-learning theory and practice. Over
the last thirteen years Charles A. Curran and associates at

Loyola University of Chicago have developed>various models in

4

A. - H. Maslow, Goals of Humanistic Education, Esalen
Institute, Big Sur, California, 1968. Also see, D. Clark,
"Permission to Grow: Education and the Exploration of Human
Potential," in Encounter Groups, G. Egan, op. cit., pp. 235-
253. : _ '




education from research in counseling, psychotherapy and
learning. Although the development of counseling-learning as
it applies to the process of learning foreign languages will be
discussed in greater detail in Chapter II, a clarification of
terps is appropriate here.
Couhseling-Leggning Theory

Curran has deséribed his approach in terms of an
"incarﬁate-redemptive process, " whose goal'is "to incorpprate
teachers and learnefs together in a deep relationship of human

5

belonging, worth and sharing." More recently, he defines

counseling—leérning,in its total perspective: "a unified concept
of the educational process." He explains:

...The terms "counseling" and "learning" are seen

as parts of an interrelated process. Therefore, we
do not speak of counseling as a process totally
separated from learning. The end product of a
unified "counseling-learning" process would be an
observable operational integration and personal
awareness that the learner has about himself as

well as the intellectual awareness that he has about

persons, things, and areas of knowledge beyond himself.6

Client~-Counselor Relationship in Learning
. In its early stages, the theory revolved around a client-
counselor model. Using foreign languages as. a medium, the

language student was seen as "client," and the teacher as

5 o B
C. A. Curran, Religious Values in Counseling and
Psychotherapy (New York: Sheed & Ward, 1969}, p. Z21l.

6 . ] . ) .

A , Counseling-Learning: A Whole-Person Model
for Education (New York: Grune & Stratton, 1972), p. 11.
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"cbunselor." Emphasis here was on the teacher-counselor providing
a warm, accepting and knowledgeable atmosphere in which the
student-client would be encouragéd to learn Spanish, for example;

Similar to the movement from the one-to-one relationship
of non-directive counseling to behavior modification techniques
and group involvement approaches in psychotherapy, counselihg—
learning also moved to a consideration of the group.dynamics
which may-emerge when a group of learneré personally commit
theméélyeé to a common task. |

Counseling-Learning in Community

The concept of "counseling—learning in community" (CCL)
emérged, therefore, to include more objectivé factors: a coﬁmon
task or subject matter to be'learned and interpersonal relations.
To facilitaﬁe the learning of subject matter, the Chromacord
learning‘apparati were developed. This multi-sensory equipment,
as will be seen later, involves learners invcognitive discrimin-
ation through visual, aural and taétile means. In conjunction
with appropriate programming, it is used.to 1) present content
matter and drill éxércisés, and 2) enable léarners to work
t¢gether with the concentrétion and excitement characteristic
of most sporfs events.

The second and more subtle implication of "community
learning" is thé-reality of interpersonal relations; that is,
the individual learner's awareness that other persons exist

beyond himself. For any learning to take place, then, the

ERIC
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language client, for example, must gradually rééognize, ac.ept
and finally internalize the uniqueness of tHe lanéuage he wishes
to leafn and the uniqueness of the persons with whom he is to
relate.

To facilitate development in this area, the CCL approach
provides the setting whereby each group member can evaluate the
learning experience openly, and treat whatever aspects he wisﬁes,
whether it involves an awareness of self, of another or of the
content matter itself,

- Learning and Teaching Integrated

A further development‘of the client-counselor model éhould
be stated here, even though it is beyond the scope of the present
study. If the studeﬁt—client/teacher—counselor model emerged
from a focus on the dynémics of learning, at the other end of
the educative process, the teaching end, counseling-learning
thzory sees the teacher as client and the students as counselors.
Here it is the teacher who, as "fhinker in need to teach,"
becomes the delicéte client, aﬁxious that his ideas and_point‘
of view be understood.

In this case, it is the students who are responsible for
creating a warm, understanding, receptive atmosphere in which
the teacher can creatively present his ideas.liThis concept has-
come to be called, "cognitive counseling." Speaking of the

students as cognitive counselors, Curran explains:




As such, they (the students) focus on understanding

the whole person of the thinker (teacher). They

understand and recognize his affective pain in his

struggle to bring forth his creative, coordinated,

intense thought process, and at the same time they

focus cognitively on genuinely understanding the

thought processes themselves.  The creative thinker

is not satisfied if he is understood only on the

affective-level. Although such understanding may

Clear away his emotional affective bind and conflict,

he needs to be cognitively understood also. He

needs to be understood at the level of the knowledge,

information, and thinking process that he is creatively

struggling to produce. '

From this background, it can be concluded that the
counseling-learning in community approach should not be
considered simply a "teaching method," or a "group process
technique." Rather, this approach represents a "whole-person
model for education." As Curran presents it in his latest book,
counseling-learning theory implies a demanding yet fundamentally
meaningful and fulfilling growth experience for both teacher
and student.

Purpose of the Study

Many studies have already been done to verify various
aspects of counseling-learning theory. Some of these will be
discussed in the following_chaptér. The present study was
planned on the basis of ‘two areas to be investigated: language
learning and change in attitude. Various questions were posed.

1) How effective is the counseling-learning in community (CCL)

approach toward foreign language instruction in comparison to

7 _
C. A. Curran, Counseling-Learning, op.cit., p. 1l4.




a traditional qontent~centered.approach (TCC)?* 2) Assuming
two or more foreign languages can be learned simultanedﬁsly
thréugh the counseling—learnihg approach, can a group focusing
on German learn Spanish at the same time, and viceversa, can a
group focusing on Spanish learn Gefﬁan at the same time?

3) Doés counseliﬁg—learning prombte change in personal orienta-
tion and 'in attitude toward the learnirg process?

Implied in the seéond gquestion is an important distinction
between "defensive" and "constructive" learning which will also
be considered. Defensive learning, Curran points out,s'defends
a pefSon against a poor grade or public embarrassment. This
type of learning, which is commén in current foreign language
classes, often has concomitant negative and resistant.reactiOQS
eveh with a good grade. It is not uncommon, for example, to
hear. language students exclaim, "I got an "A"(excellent) in
German but I hated it... I can't speak a word of it now."
Alternafely, othefs may express a feeling of painful disappoiﬁt-
ment, "I had two years of Spanish in high school and £wo years
in college and... I did well éradewise, but... I;just don't

‘lknow why it never stuck with me." -

8
C. A. Curran, Counseling and Psychotherapy: The Pursuit

of Values (New York: Sheed & Ward, 1968) pp. 337, 349.
— =

1

The term "traditional content-céntered approach" is
used arbitrarily to distinguish between CCL and a traditional
approach which focuses primarily on the teaching of concepts
and sorting of information, and incidentally on the learner.




Curran suggeéts that defensive learning might be the
result of_a deep inner resentment--especially from.the
sophisticated and committed learner--against thé humiliations
involved in submitting. himself to a state of "not knowing."v
Constructiﬁe 1earning, by contrast, results in a person's
continued interest andvqommitment long aftef the particular
course of study is over. A further question to be explored,
then, is, does the CCL approach promote constructive learning?

Based oun these considerations, the following research
hypotheses were formulated (Fig. 1). 1t should be noted that,
in two instances, the hypothesés are stated in nﬁll form: for
the cognitive area and for change in.personal orientation.

Since the comparison treatment (TCC) was to émphasize content

in terms of vocabulary and. grammar and ability to translate,

it was not expected that the CCL group would surpass the TCC
group injthis area. Also, since‘pefsonal orientation character-
istics tend to be relétively stable, no significant difference
was expected betwéen gfoups.v Significant change in the practical
and attitude areas, however, was expected in favor of the |
- lexperimental group. It was also decided that, to determine the
'énsuing effects of the approaches used, the participants in

both groups would be contacted at the.end of the year for their

personal reactions in retrospect.
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FIGURE 1 .

RESEARCH HYPOTHESES

Focus German fpanish Measuring
Instrument
LANGUAGE rPre to post ehange in cognitive Pre to post change in cognitive
German language skijlls(reading Spanish language skills(reading
comprehension and writing ability) comprehension and writing ability)
oi the German foeus experimental of the Spaninh focus exverimental
group will not be significantly group will not be significantly
different from that of the German different from that of the Spanish
focus comparison group. focus compar!’son group.
Cognitive Kansas
Area Pre to post change in cognitive Pre to post hange in cognitive Tests *
German language skills of the Spanish language skills of the
German focus experimental group Spanitch focus expeyximental group
will be significantly greater will be sign.ficantly greater
than that of the Spanish focus than that of the German focus
\experimental group. experimental group.
Pre to post change in practical Pre to post change in practical
German language skills{listening Spanish language skills{listening
and speaking) of the German focus ‘and speaking) of the Spanish focus
experimental group will be experimental group will be Curran
significantly greater than that of significantly greater than that of Aurals
the German focut comparison group. the Spanich focuc comporison group.
Practieal and
Area . Pre to post change in practical Pre to post change in practical
German language skills of the Spanish language skills of the Speaking
German- focus experimental group Spanish focus experimental group Tests
will be significantly greater will be significantly greater
than that of the Spanish focus than that of the German focus
experimental group. experimental group.
AFFECTIVE AREA : ' -
Pre to post change in personal orientation of Personal
Personal the experimental group will not be significantly Orientation
orientation different from that ©f the comparison group. Inventory

Attitude toward

foreign language
learning

Effeets of
approach used

Pre to post change in attitude toward foreign
language learning of the experimental group will be

significantly greater than that of the comparison group.

"Construetive” learning will be shown to a greater

extent in the experimental group than in the comparison

group. -

Attitude toward
Foreign Language
Learning Inventory

Personal Reports

10
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Limitations of the Study

One limitation of the present study is the small sample
that was used.* It was felt, however, that an intensive rather
than extensive study was more appropriate at this time. This
study, therefore, should be considered a pilot study to establish
guidelines and areas of significance for future research.
tAnother limitation is thé short duration of the study (thirty
hours over a ten-week peridd), especially when two languagés
were treated in the expgrimehtal group. '

| Organization of the Study

Chapter I has presented an introduction. Chapter II
constitutes a review of the related literéture. Chapter III
describes the design, procedure and instruments. Chapters IV
'qnd V discuss the results in terms of statistical and descriptive

-analyses respectively. The Summary,_qonclusions, recommendations

and implications are presented in Chapter V.

E : : i :

A review of the related literature, however, suggests that
research in the social sciences generally does not yield itself
to rigorous experimental designs, including sampling procedures
and sample sizes. See for example: D. T. Campbell, "Experimental
and Quasi-Experimental Designs for Research on Teaching," in
Handbook of Research on Teaching, Chicago: Rand McNally, 1963.




CHAPTER II

REVIEW OF THE RELATED LITERATURE

A review of the literature investigates three areas.
The first focuses oh traditional methods which have been used in
foreign language instruction. The second area includes some
modern approaches to the study of language which explore subtle
aspects of lﬁnguage learning in general. The third discusses
some personal approaches to learning which have emerged from the
theory and practice of counseling, group process and related
fields. This section revieWs the development of counseling-
learning~aé it applies to foreign language learning.

_ MethodsAin Foreign Language Teaching

For more than two decades vafiations of the audiolingual
method have been the focus of reseéfch on foreign language
instruction. Most of thése variations seem to be based on
B. F. Skinnef*s mechanistic concept of verbal behavior:®
speech 1is hothing more than emitted behavior which is reinforced
and developed according to the principles which govern other

10

operant behavior. Carroll in characterizing the audiolingual

B. F. Skinner, Verbal Behavior (New York: Appleton-
Century -Crofts, 1957).

ERIC
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13
approach emphasizes the need for overlearning of language
patterns by a special type of drill known as "pattern practice."
While this approach providea a needed shift from grammar-
translation methods,,eome critics maintained that the result was
en overemphasis on the formation and performance of speech habits.

Reactions against a strict behavioristic approach have
been voiced by linguists and psychologists alike. Lado],'l for
example, recognizes the complexity of language learning when he
states, "language is the chief means by which the human person-
ality expresses itself and fulfills its basic need for social
interaction with other persons..." and "language is intimately

tied to man's feelings and activity... Yet, his pdttern

practice methodology still calls for conditioning students.
The psychologist Rivers has emphasized the fact that

. . . . . 2
language communication involves a relationship. 1 In a later13

work she recommends that "more intensive practice in conversatlon

be provided at the advanced level," and prcposes the teacher

10
J. B. Carroll, "Research on Teaching Foreign Languages,"
in Handbook on Research on Teaching, edited by N L. Gage
(Chicago: Rand McNally, 1963).
11

R. Lado, Language Teaching: A Scientific Approach
(New York: McGraw Hill, 1964), pp. 11, 23.
12
W. M. Rivers, The Psychologist and the Foreign Language
Teacher (Chicago: The University of Chicago Press, 1964).
13

, Teaching Foreign Languages (Chicago: The

Univ. of Chicago Press, 1968), pp. 202-203.

[Kc
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14
plan a serics of topics covering a wide field, for example:
"love and marriage, sports, travel, favorite authors, school as
I would like it to be, carecrs, the things that irritate me most."
While these topics are valid in themselves, others feel that the
practice of "setting up topics" tends to artificialize relation-
ships. Leaving a session "open" may seem awkward at first, but,

as Begin14

reports, there seems to be a certain value in allowing
a group to struggle to find an issue that is important to them
at the moment they come together. As will be discusseg in
Chapter V, it seems that, increasingly as students realize they
- are really responsible for what goes on in class, they tend to
become alert, imaginative and personal. They set the goals and
the teacher or facilitator assists in their implementation.

One of the most sophisticated studies in foreign language
teaching has been a two-year psycholihguistic experiment
conducted by Scherer and Wertheimer.15 The chief purpose of

this study was to corpare traditional and audiolingual methods

in German instruction. They found that, while students being

14
Y. Begin, Evaluative and Emotional Factors in Learning
a Foreign Language (Montreal, Canada: Les Editions Bellarmin,
1971) , pp. 119-120.
15

G. Scherer and M. Wertheimer, A Psycholihguistic
Experiment in Foreign-Language Teaching (New York: McGraw Hill,
1964) .
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taught with traditional methods were able to surpass in reading
and writing skills, students under the audiolingual method were
far superior to the traditional group in speaking and listening
skills. They also found that audiolingual students tended to
display morz desirable attitudes toward matters relevant to
Germans and the speaking of German. The authors conclude:

.. .the two methods, while yielding occasionally
strong and persisting differences in various aspects

of proficiency in German, result in comparable overall

proficiency. But the audiolingual method, whether its
results are measured objectively or estimated by the
students themselves, appears to produce more desirable

attitudes and better habituated direct association. g
Notwithstanding its merits, the language teacher is aware that
the audiolingual approach has not provided a complete answer
to foreign language instruction.

With respect to major curriculum in higher education,
discontent with the traditional survey course has also been
a basic concern of foreign language teachers. In a recent
article Potter offers possible alternatives tb an irrelevant
curriculum:

Interdisciplinary or thematically structured

seminars on timely topics, imaginative teaching

emphasizing "doing" rather than "knowing," may
encourage students to continue their language

studies and propel teachers to formulate a '

meaningful. cultural synthesis that will enable
the humanities to survive in tomorrow's educational world.

17

16

G. Scherer and M. Wertheimer, Ibid., p. 245.

17 . .
‘ E. J. Potter, "Revitalization of Foreign Language Programs
in Higher Education," Foreign Language Annals, II,Dec.1971,p.206.
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The study of the literary claséics‘can be made relevant, as
Potter suggests. One of .the results of the open sessions in
the present research was precisely this. As will be seen in
Chapter V, a discussion of poems by Goethe led to the exposition
of personal poems by one of the group members.

Also in an effort to make foreign language inétruction
relevant,‘Jakobovitz has proposed a "compensatory" .approach
which invdlves the "notion of adjusting the teaching activities

18 Rather than offer

to the needs of individual students."
French 101 or German 211, he suggests "How to do..." type
courses: for example, "How to travel in France, 101," or "How
to win friends in Russian, 304."19\

" This approach seems appealing at first in its implication
tﬂat the formulation of more realistic goals would insure their
attainability. The notion, however, édvodates a return to a .
pragmatic educational philosophy. A "How to read scienfific
journals in CGerman," or a "How o write business letters in
Spanish" course may indeed be practical, but one would wonder
how ultimately satisfying such narrow focus can be.

The current trend in foreign language teaching seems to

be, then, toward the consideration of more subtle psychological

18
L. A. Jakobovitz, Foreign Language Learning: A Psycho-
linguistic Analysis of the Issues (Rowley, Mass.:Newsbury House
Books, 1970), p. Xv.
19 ' .
Ibid., p. 144,
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and cultural factors influencing the language learner. Whaté&er
methods or techniques are introduced, the emphasis seems to be
on student-centered programs which prcvide as many varied and:
real experiences as possible.

Modern Approaches to the Study of Language
At the other end of the continuum, Chomsky and his fol-
lowers have revived the rationalist approach to language study.
Emphasizing the role of meaning, he defines language in its
"creative aspect,"
...that distinctively human ability to express
new thoughts and to understand entirely new expressions
of thought within the framework of an "instituted
language," a language that is a cultural product
subject to laws and principles partially unique to
it and partially reflections of general properties
of the mind.,, :

- An important contribution-of_thisgapproach has bean the
distinction between "linguistic competence," what a speaker-
hearer knows about his language through an intuitive sense of
grammaticality, and "linguistic performance," how a speaker-
hearer actually uses his language. The first concept refers to
the ideal set of rules about language with which a person is
endowed .from birth. The latter conbept implies that mahy other

cognitive, emotional or attitudinal factors can significantlj

affect a person's.ability to use language.

20 :
N. Chomsky, Language and Mind (New York: Harcourt Brace
and World, 1968), p. 6.
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Diller integrates both behavioral and rational views by
emphasizing a person's innate ability to learn "living"
languages. 1In a recent'chapter on learning theories of language
acduisition, he concludes:-"Only when we begin practicing how
to express real thoughts in a foreign language do we begin

treating it. “21

Curran and associates, as shall be seen later,
might add that a prerequisite to "thinking" in a foreign
language may be experiencing the freedom to "feel" in that
language., |

From a linguistic point of view, both Hughes23 and
’vKadler24 urge the language teacher to delve into the science
of linguistics and its many ramifications in order to be truly
professionel. Emphasizing greater awareness -of similarities
and differences in sounds and structures of "source" and

"target" languages, their focus is still on content, on language

itself.

21 _
K. C, Diller, "Linguistic Theories of Language
Acquisition," in Teaching a Living Language, R. Hester, editor
(New York: Harper & Row, 1970), p. 28. :
22

C. A. Curran, Counseling-Learning, op.cit., Chapter VII.
23 . :
J. P. Hughes, Linguistics and Language Teaching
(New York: Random House, 1968).
24
E. H. Kadler, Linguistics and Teaching Foreign Languages
(New York: Van Nostrand Reinhold, 19705
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*
The relatively new and vibrant field of psycholinguistics
has opened up furtﬁer impoftant areas for investigation. For
example, the theory of first language acquisition, as seen by
Chomsky, postulates that the child possesses a language
acquisition device which is innate and‘gradually.devélops until“
the age of three, when he begins to invent a gramﬁar(simplified)
to produce his own sentences. This theory suggests that the"

child achieves a receptive prowess significantly ahead of his

productive control.

*

Psycholinguistics, which may be defined as the science
of the language-user, seeks to understand how an individual
communicator produces and uses his language in practice
(performance). Before it can do so, it must be able to explain
the nature of human language which is to be the vehicle of
thought. This requires an understanding of the fundamental
encoding and decoding processes of human cognition’(competence).
Generally, then, psycholinguistics seeks to explain the
relationship between language and thought; specifically, to
study the normal language processes of encoding, putting what
.we think into words, and decoding, deriving meaning from
arbitrary sequences of sounds or symbols, -

Experimental methods in psycholinguistics vary according
to the topical area which is being treated. Osgood(24) has
arbitrarily categorized these areas as follows: a) the nature
of language; b) approaches to the study of language; c) speech
perception; d)sequential organization of linguistic events;

- e) semantic aspects of linguistic events; f) language acquisi-
‘tion: in children, in the bilingual, in a second language;

g) pathologies of linguistic behavior; h) language relativity
and relation of language processes to perception and cognition.

- 24 ‘ o - _

C. Osgood and T. A. Sebeock,~ eds., Psycholinguistics:

A Survey of Theory and Research Problems, Indiana University”
Press, Bloomington, Indiana, 1954. ‘
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Accepting the premise that listening skill occurs far
in advance of speaking, Asher has developed a- learning strategy
based on his observations that a child usually acquires this
listening skill in a special'way, "through commands from adults
which generally manipulate the orientation, location and

locomotion of his entire body."25

1 .
determine whether the acquisition of listening skills in a

From a recent experiment to

second language could be accelerated if the training were based
on, how children learn their first language, Asher reports:
The listening skill of the experimental group

was so vastly superior to the college students

that even with .strict laboratory controls, a

training program based on how children learn their

first language should still hold as a powerful

facilitator of second language learning.26

A closer look at the experiment itself will indicate
further implications of this strategy. A group of adults from
17 to 60 years of agé were trained for 32 hours in German
listening comprehension skills. Students were instructed to
"be silent, to listen carefully to utterances made in German,
and'to imitate the actions of the instructor. The commands
given in German graduated from "Stand!," "Walk!" to "Point to

the table," "Touch your eyes," to "Pick up the newspaper," and

"point to the corner and touch your left hip."‘ After 16 hours

25 _ ' :
J. J. Asher, "Children's First Language as a Model for
Second Language Learning," The Modern Language Journal, LVI:
3, March 1972, p. 133. ‘ -
26 o

Ibid., p. 138.
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of listening, studgnts were motivated to speak. They were
presented with a list of commands to use'(by memory) to make
the instructor perform: "Stehen Sie auf," "Setzen Sie sich,"
"Gehen Sie," "Zeigen Sie uns die Tur." Listening training,
hoﬁever/ was the focus of the experiment.

Comparing the performance in German reading skills of
the experimental group to that of two control groups enrolled
in a first college course in German, the.findings réported
corroborate the results of the present'study,‘ﬁhere'the
experimental group *that was focusing on one language incidentally
learned the other aiso. Asher points out,

Sufprisingly, even though the experimeﬁtal

subjects had no systematic training in reading,

there was enough positive transfer from listening

skill to make both groups guite similar in their

reading achievement. The reading experience of

the experimental subjects may be viewed as
incidental learning.27

From these results Asher concludes:

. ..that the brain and nervous system are
biologically programmed to acquire language,

either the first or second, in a particular
sequence, and in a particular mode. The

sequence is listening before speaking and the

mode is to synchronize language with the
individual's body. In a sense, language is
orchestrated to a choreography of the human body.28

These results are exciting insofar as they,suggést a

neurological component to language learning. In this regard,

27 28

Ibid., p. 136 (underline mine). Ibid., p. 134.
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counseling-learning theory, as will be seén latér, proposes
a rather completé and psychologically sound learning paradigm.
The following chapters will -delineate how the CCL approach,
facilitates tofal involvement in learning: physically, psycho-
somatically, intéllectually and affectively. One of the
insights from the present research was to continue exploration
of ways by which development of psychomotor skills(i.e.,dancing)
tay enhance learning.

A further implication of Asher's command strategy is
that it may invoke subtle positive and/or negative reactions:
negative_insofar és commands may produce startling or threatenind
effects in the child and humiliating effects in the self-
invested adult who is already apprehensive when confronted with
a new.learning situation. With }espect to 1eafning a foreign
.1anguage, it is well-khown that young childrén—;eSpecially
before the age of six--léarn to speak a second Language very
éuickly. In adults, however, this process is generally more
‘complicated and subtle.‘ Paradoxically, it seems that resistance
to learning increases in,proportion to the learner's greater
knowledge and feeling of independence increasés. Asher himself
observes,

The most difficult leérning task in school is

the attempt to achieve fluency in a foreign language.

... It may even be realistic to say that most students

will not only have .almost zero fluency in listening,

speaking, reading, and writing, but anti-learning has

taken place because many students react to this kind

of a task as a noxious experience to be av01ded if
at all p0551b1e.29
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But properly used at the right time and circumstance
and in the right tone, Asher's command strategy may alert and
synchronize the learner's total organism to function as.a unit.
In a way, coaching athletes could bé cited as a case-in-point.
As will be seen later, counseling-learning in its integration
of the Chromacnrd learning laboratory also allows this kind of
coaching-coordination activity to take place.

Another area that is gaining more and more attention is
the study of bilingualism, defined in éimple terms as the
possession and use of two languages. Interest is wide and

h30 and others, for example, have shown that

varied. Weilnreic
language functioning in the bilingual involves a double matrix
of two enéoding skills (speaking and Writing) and two decoding
skills (reading and listening). 1In order to determine bilingunl_
proficiency, each skill for eacn—ianguage must be considered
under four aspects: semantics, syntax, lexicon and phonemes or
graphemes. The issue can be complicated indeed.

Through a focus on the semantic aépects of language, the
distinction between coordinate and compound. bilinguals has
‘emerged. A "componnd" bilingual is considered one who has
grown up in a home where two languages are spoken more or less

interchangeably by the same people and in the same situations;

or one who has learned a second language through the medium of

: 30 . S
Ibid., p. 133. U. Weinreich, Languages in Contact
(The Hague, Paris: Mouton & Co, 1968}. -

29
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the other--as in a school situation. In either case, this
individual may be often identified by strong interlingual and
intercultural characteristics, either ethnocentric or foreign-
culture oriented. A "coordinate" bilingual is generally
considered the "true" bilingual. He is one who has learned a
second lahguage under conditions of moderately held attitudes
but at the same time consciously immersing himself in the
living culture of that language.31 As Jakobovitz pcints out,
"the ideal coordinate bilingual represents a state of complete
functional independence'ofvtwo language/culture systems."32

Finally,'interést in" sociological and cultural aspects
has given impetus to a national and international movement
toward the development of bilingual education progréms supported
by local, state and federal funds.

Personal Approaches to .Learning

From anothér perspective, currént résearch in counseling
and group dynamics as applied to numerous and varied programs
and groups also'supports the direction of couhseling-learning
theory in education. Early in his conceptualization of

c s . ' . s : 33
sensitivity training and the original T-Group, Bradford

31 : :
. W. E. Lambert, J. Havelka and C. Crosby, "The Influence:
of Language-Acquisition Contexts on Bilingualism," in
Psycholinguistics by Sol Saporta (New York: Holt, 1966).

32 '

L. A. Jakobovitz, Foreign Langdage Learning, op.cit.,p.168§
33 :
L. P. Bradford, "Membership and the Learning Process,"
in T-Group Theory and Laboratory Method, ed. by L. P. Bradford,

J. Gibb and K. Benne, (Wiley: New York, 1964) pp. 190-215.
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recommended that the classroom be considered a gfoup situation,
which could enhance individual learning. He also suggested
that students be encouraged to become responsible‘for their
own learning.

In the area of psychotherapy, the emergénce and relative
success of Peer-Self-Help groups (i.e., TOPS or Take Off Pounds
Sensibly, Alcoholics Anonymous, Synancn) has been feported by

Hurvitz.34

In characterizing these groups, he emphasizes the
fact that the members themselves determine fherapy goals and
procedures; and that peers become therapists insofar as they.
reveal themselves, create empathy, encourage and support others.
A similar process occurs in counseling-learning, where any
member, in due time, may choose to becéme a language (learning)
counselbr to beginning language clients. |

Putting group theory to work in the blassroém, Papalia
and Zampogna have reported a successful experiment USing'small
groups to individualize'instrucfion in French for third-year
“high school students. Their hypothesis was that academic
achievement would be greater if students had the opportunity Eo
help each other and to participate in the planning of curriculum

and classroom activities. An experimental class met one hour

a week (from a regular 40-minute, 5-day-a-week class) as a total

34
N. Hurvitz, "Peer Self-Help Psychotherapy Groups and
‘their Implications for Psychotherapy," Psychotherapy: Theory,
Research and Practice, 1970, VII, pp. 41-49.
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-group only to receive instructions or clarify specific
difficulties. The rest of the time the students worked
independently- in small groups according to interest and ability.
The authors conclude:
Students in the experimental group who had
more self-direction and responsibility, who
participated in the planning of the curriculum,
and who were more satisfied with the work in
class scored significantly higher in the four
basic skills of the language than those in the
1 .
control group 35
Both Rogers and Curran have applied principles and
awarenesses from counseling and psychotherapy to the process of:
education. Rogers in hishumanistic approach formulates the
goal of education as that of "facilitating learning," and
prefers to call teachers "facilitators." He presents certain
principles which guide his approach: a belief in man's natural
potentidl for learning; the necessity of rendering subject
matter felevant; an effort to reduce external threat; a
preference for learning by doing; a preference for self-initiated
learning which involves the whole person of the student--

feelings and intellect; -and a preference for self—evaluation.3§

35 -
A. Papalia and J. Zampogna, "An Experiment in
Individualized Instruction through Small Group Interaction,"
Foreign Language Annals, V, 3, March 1972, p. 306.
36 - ' :
C. R. Rogers and W. R. Coulson, editors, Freedom to Learn
(Columbus, Ohio: Charles E. Merrill, 1969), pp. 157-163.
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Rogers also presents some guidelines which a learning

facilitator may follow. For example: setting a warm, accepting
atmosphere; helping to elicit and clarify individual and group
goals; organizing and making available a wide range of resources
for'learning; regarding himself as a flexible resource to be
utilized by fhe group; accepting both intellectual and emotional
expressions from the group; feeling free to gradually become a
group member; énd being aware and accepting his own limitations
as a facilitator of learning.37

Along the Rogerian tradition, Dillon, in his book,

Personal Teaching, represents one of the most soul-searching

and honest attempts at discovering what teaching is all about,
"that £his writer Haélcome across. By personal- teaching, the
author means "teaching in a manner wholly your own--putting
thé person you are into your teaching and encouraging the
studénts to put the persons they are into their leafning."38
In his Foreword to the book, Rogers captures the tone and
essence of its content:
-Here is a teacher who describés so honestly
and so fully his mistakes and deficiencies as he
stumbles and gropes toward a freer method of

teaching that one is tempted to think, as some of
his colleagues and superiors did, that he does

37 4
C. R. Rogers and W. R. Coulson, Freedom to Learn,
op.cit., 164-~166.
38 . _ ,
J. T. Dillon, Personal Teaching (Columbus, Ohio:
Charles E. Merrill, 1971), p. ix.
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not know what he is doing. It is only when one

comes to the student reports that we find that the

students almost uniformly found his classes a

vital, freeing, learning experience where they

learned, as he says, "both subject matter and life

matter," that one realizes the kind of climate he

must have created in his classroom....

It is an exciting thing to see him as he

works with his students in a close personal

relationship which makes the classroom more of a

place for living learning than ar academic ritual

and a fulfilling of subject matter NOIMS. 59

If each of the approaches discussed previously has
made a significant contribution to the development of thought
in education, it is the writer's conviction that counseling-
learning theory represents one of the most integrative
approaches in education today. In its profound, respect for
the human person, counseling-learning is founded on the classic
Judaeo-Graeco-Christian tradition, but its dynamic quality
springs from psychological insights drawn from counseling and
psychotherapy. 1In its provision for physical and psychoscmatic
involvement, the CCL approach recognizes the importance of
early learning theories as well as the potential contribution
of technology toward making a democratic educational system
ultimately efficient.

Having reviewed the general background to counseling-

learning in the Introduction, a description of the process in

its various developmental stages will now be presented. The

39
Ibid., p. vii.
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initial counseling—learning relationship was proposed by
Curran in 1960 as illustrated in Figure 2.40 Ideall&, each
language client should have a language counselor. The process
is: 1) the client turns to his counselor and states his commun-
ication in English while the grouﬁ dverhears; 2) the counselor
translates his client's statement into the target language,
phrase by phrase; 3) the client turns to the éroup and re-states
his communication directly in the target language. The process
changes as each client grows in self-confidence and language
proficiency. Fach phase has been delineated. Figure 3 describes
the process in terms of foreign language learning; however,

other areas of learning could be substituted.

Figure 2

CurranIArrangements in Client-Counselor Relationship

1 .
Possible foreign languages:
3 R German, French, Spanish, Utalian

scus
P gl::cscl):n | = ideain Englhish.
: ! more foreign - 3 2 = ldea in foreign language.
%" languages~ t 3 = [dca in foreign language
' : to group. )

White: Language-clients
Black: Language-counselors

Arrangement 1

a— : N [ 9?9

O, Discussion
in one or

2%t more foreign
éo"nlanguugcs«‘;{)

40
C. A. Curran, "Counseling Skills Adapted to Lhe Learning
of Foreign Languages," Bulletin of the Menninger Clinic, XXV,1961.
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Aruitoxt provided by Eic:

Figure 3

Curran Stages of Growth

Through the Internalization of Knowledge*

Stage I. The client is com-
pletely dependent on the language
counselor,

1. First, he expresses only
to the counselor and in English
what he wishes to say to the group.
Each group member overhears this
English exchange, but is not in-
volved in it. : '

2. The counselor then re-
flects these ideas back to the client
in the foreign language in a warm,
accepting tone, in simple language,
especially of cognates, in phrases of
five or six words.

3. The client turns to the
group and prescnts his ideas in the
foreign language! He has tLhe
counselor’s aid if he mispronounces
or hesitates on a word or phrase.

This is the client’s maximum
security stage.

Stage II. Same as above
).

2. The client turns and
begins Lo speak the foreign language

directly to the group.

3. The counselor aids only
as the client hesitates or turns for
help. These small independent steps
are signs of positive confidence and
hope.

*

The actual progress towards
independent speaking of the foreign
language was designed this way!:

I. Total dependence on
language counselor. Idea said in
English, then said to group in
foreign language, as counselor
slowly and sensitively gives each

- word to the client.

-

II. Beginning courage ‘to
make some attempts'to speak in the
foreign language as words and
phrases are picked up and retained:

C. A. Curran, Counseling-Learning, op. cit., pp. 136-7.
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Stage I11.

1. The eclient speaks
directly to the group in the forcign
language. This presumes that the
group has now acquired the ability
to undersiand his simple phrases.

2. Same as (3) above. This
presumes the client’s greater confi-
dence, independence, and propor-
tionate insight into the relationship
ofy phrases, grammar, and ideas.
Translation given only when a
group member desires it,

Stage IV.

, 1, The client is now speak-
ing freely and complexly in the
Joreign language. Presumes group's
understanding.

2. The counselor directly
intervenes in gramr'ﬁjaticai error,
mispronunciation, or where aid in
complex expression is needed. The
client is sufficiently secure to take
correction.

Stage V.
1. SameasIV,

2. Counselor intervenes not

- only to offer correction but to add

idioms and more elegant construc-
tions.

3. At this stage, the client
can become counselor to group in
Stages I, I1, and IIL '

31

1. Growing independence
with mistakes that are immediately
corrected by counselor.

Iv. .Needing counselor now
only for idioms and more subtle -
expressions and grammar,

O

V. Independent and free
communication in the foreign
language. Counselor’s silent pres-
ence reinforces correctness of gram-
mar and pronunciation,

O

ERIC

Aruitoxt provided by Eic:
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Related Studies on Counseling—Learﬁing
Counseling-learning theory has been studied under various
aspects. LaFarga41 conducted an experiment in which members of
a group, speaking four foreign languages under group counselihg
conditions, showed evidences of increased positive self-regard
in proportion as they gained proficiency in a foréign lahguage.

Tranel42

working with two groups of high school Latin
classes, one under traditional methods, éndvone USing the
counseling-learning approach, reports thé CCL group students
assumed greater responsibility for their own learning and
worked intensely together through the Chromacord Learning
Lanterns and Round Table.

Begin43

studied the evaluative and:émotional:factors of

a group of American‘Coilege students learning.French in Quebec,
Canada. Comparing the results of various instruments
administered to experimental and control groups, he found that
1) the CCL group learned as much French as the control éroup;

2) the experimental group, in contrast to the control group,

showed a positive change in motivation to learning French; and.

41 :

J. B, LaFarga, "Learning Foreign Languages in Group-
Counseling Conditions," Unpublished dissertation, Loyola Universiy
1966. : ' )

42 ‘ -
D. D. Tranel, "Counseling Concepts Applied to the Process
of Educationy Unpublished dissertation, Loyola University, 1970.

Y. Begin, Evaluative and Emotional Factors in Learning

A Foreign Language, (Les Editions Bellarmin:Montreal,1971) 121-2.
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'study of French.

‘dissertation, Loyola University, 1971, pp. 4-5.
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3) the experimental group developed a more positive emotional
attitude toward French-Canada and more general interest in the

LaForge44

conducted a pilot study on "Community-language-
learning" (CCL) with a group of volunteers participating in five
demonstrations at the University of'Michigan, the farget languages
being Indonesian, Japanese and Chinese. Altnough his approach

is descriptive réther than experimental, his findings.support

the counseling-learning approach. While subjects quickly learned
the intonation and ;ound patterns of Japanese and Indonesian,
LaForge emphasizes the emergence of a "positive regard" foflthe
languages, an increased interest in grammar, and personal
idéntification with the language counselors.

Rardin45

investigated the effects of task-oriented
counseling experiences with a group of slow-learning‘thifd—gradé
pupils. The purpose of thé task-oriented counseling eXperiences’
was "to provide 'learning readiness experiences' which would
éontribute towards changing these pupils' self-concépt wiﬁhin

the school setting from negative- to positive and to chahgipg thein
performancé pattern from failing to succeeding." The findings

revealed a stétistically significant difference in favor of the

counseled‘group.

44
P. G. LaForge, "Community Language Learning: A Pilot Study'
Language Learning, XXI:1, 1970, pp. 45-61. ' '
45 '

J. P. Rardin, "Task-Oriented Counscling," Unpublished
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Summary

A review of the literature indicates two types of foreign
language instruction: a grammatical approach leading to eventual
readiﬁg competency  without oral fluency, énd 2)Aan audiolingual
approach leading to limited ability in the practical as?écts of
the language’, but which seems to produce more positive attitudes
in the learner.

Modern approaches to the study of lénguage, on the other
hand, focus on linguis;ics, on semantics as related to'cognitive
proﬁesses, on the native speaker's knowledge and use of his
language, and on socio—cultural_phenomena.

Personal approaches to learning, in general, focus on the
"whole person," and advocate selfFresponsibility and inter-
pefsonal relationships whether in a psychbtherapeutic or
educational setting.

The literature reported, therefore, seems to indicaté the
need for the type of approach under experimentation, especially
'in the area of foreign lénguage learning. The chapters that

follow illustrate a particular application of counseling-

learning; there are other areas still to be explored.




CHAPTER ITI
DESIGN, PROCEDURE AND INSTRUMENTS

Design
A 2 x 2 factorial design was used, the independent

variables being treatment and foreign language focus.

Treatment

Foreign Language| Experimental Comparison Total
Focus CCL TCC
German 6 6 12
Spanish 6 6 12
rotal 12 12 24

German and Spanish were selected in order to evaluate the
efficiency of the CCL treatment over a cross-section of languages
and to offer the CCL group a combination of languages which would

allow familiarity with one but not the other. -
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Experimental Group

The experimental group was made up of twelve undergraduate
and graduaté students (mean age 26) who volunteered to learn
Spanish or German using the‘counseling—leafning aﬁproach and
received three hours credit in educational methods. Six students
-agreed to focus‘on‘Getman; this group had no knowledge of German
but had some knowledge of Spanish. Five of the other six member's
focusing on Spanish were beginners in both languages; fhe sixth
member had no knowledge of German but had studied Spanish in
high school and had tréveled in Latin America.

The Spanish’ana German language counselors were bilingual-
bicultural graduate stuaents in counseling. They were oriented
toward the CCL method through readings, review of Qideotapes and
practice sessions using the{Chromacoré§> equipment. They worked
in cooperation with the.éxperimenter who participated as
facilitator during the laboratory and evaluative sessions. The
éxperiménter, trained in counseling and group process, had
expert knbwledge of Spanish and a good knowledge of German.

The'group'mut three hours a week.for a ten-week period,
excluding pre and posttesting sessions. Although a bibliography
of recommended Spanish and German texts and materials was.
'distributed, there was no assigned hdmework’or tests--other than
the evaluation instruments. Participants were asked to keep a

record of the amount of time spent in outside study.
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Comparison Group
The comparison group was composed of twelve students
(mean age 22) from a different university in the area who were
enrolled in Spaﬁish I and German I classes .taught by native
speékers under traditional classroom and laboratory methods. The

texts used in these classes were: German--A Structural Approach,

by Lohnes and Strothman, and Spahish for Conversation, by J. K.

Leslie. Both classes.emphasized learning of vocabulary and
'grammar and met three hours a week for ten Qeeks. They received
three hours foreign languaée credit. Students were expeéted to
spend one hour a week outside of class in fhe language'laboraxry.

Six volunteers from each class agreed to take the same test
battery as the experimental group before and after the session;
however, these students were tested only in fhe language they
were studying. The tests were administered at-a conveénient time
after school hours. All éix volunteers in the German group were
beginners in that ianguage; three had studied either Spanish or
Latih in high school. Five of the six volunteers in the Spanish
group had studied either French or Spénish in high school.

Theée étudents were also asked to keep a record of study time
spent in the language laboratory and outside of class.

As can be seen in the‘previous description, voluntary
participation was common to.bqth eXperimental and comparison

46

‘groups. Recent literature in the field suggests thatrrandom
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assignment in educational research is.often difficult and in
many cases impossible. in relation to the limitations of this
study, therefore, this sample is considered to be as close as
possible to a representative random sample of-the real popula-
tion that is expected to enter foreign language programé at the
university level.

Counseling-Learning in the Present Study

Learning activities for the CCL group were of three types.

Conversations through the Client-Counselor Relationship

Each group of six, seated in a circle, held a conversation
of their choice using the foreign language spontaneously from
thebbeginning,'according to Curran's original counseling method.
As each member takes his turn in communicating, the.language
counselor moves outside the circle tfanslating each sentence
carefully.' The language counselor, particularly in Stage I,
(see page 10) is not a pért of the group; he is considered a
linguistic "parent-substitute," or a lancuage "other self" for
each member as he speaks.47 Much like the psychological

-counselor, the language cdﬁnselor is an attentive listener,

precise and skillful in his communication, warm and reassuring

46 :

F. N. Kerlinger, Foundations of Behavioral Research:
Educational and Psychological Inquiry (New York Holt, Rinehart
and Winston, 1964), pp. 51-60.

47

C. A. Currean, Counseling and Psychotherapy, op._cit.,

p. 304.




in his tone and manner. Figure 4 illustrates the arrangement
used. One-third of each session was spent in conversations.
Each conversation was recorded and transcribed.

Cognitive Analysis through the Chromacord.@gv

The second third of each session was spent studying the
conversations which were programmed onto a half-inch trans-
parency tape. Two to three sentences from each speaker were
selected for thelvisual tape. Approximately 20 sentences in
each language were recorded every session; these were typed,
reprodﬁced and distributed the following class. The handouts
and tapes constituted the "text" for each language.. A samplé

transcription is.as follows:

It seems (that) we feel more at ease tonight.

Parece dgue nos. sentimos mas a gusto esta noche...

~

" Yes I think

I will(even)try to speak German.

—
— -

39

Si,‘hastE—Eféo que trataré (de hablar) aleman. <Q;\

Each sentence on the tape was analyzed for grammatical function

using the féllowing Chromacord color code system (Fig. 5) and

laboratory setting (Fig. 6).
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Group overhears.
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into target language, clearly, slowly.
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FIGURE 5

CHROMACORDda COLOR CODLE SYSTEM*

Gender-Tense-Case

41

PINK

COLOR WHITE ORANGE PURPLE
infinitive subjunctive | conditional imperfect
TENSE present ' subjunctive
CASE accusative dative
(direct obj.)| (indirect genitive
object) (possessive)
COLOR YELLOW BLUE RED GREEN
GENDER feminine masculine neuter
present - imperfect
TENSE participle future preterite past
' participle
MISCEL- adjectives
LANEOQOUS prep.
adverbs '

articles

*

Copyright @9 1968 by C. A. Curran.

All Rights Reserved.
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FIGURE 6
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The Chromacord Learning Lantern is a ﬁwelve-inch squafe

unit bearing eight different-colored liéht-bulbs, and covered

by an opague Plexiglass fa¢ing. Eaéh client and each counselor
has a lantern which he activates by a control unit at his desk.
As the projected visual tape passes by, each wqrd is matched by
a dolored light to indicate its function in the sentence. The
colored lights may be used singly or in combination according

to the level of d;scrimination'desired; Syﬁbolization becomes
more complex as ﬁeed‘and readiness are evidenced. To illustrate,

/ .
the previous sentences in Spanish would be coded as follows:

<~ WHITE YELLOW YEL/RED WH/RD YEL YEL YEL/BLUE BLU

1.
i: Parece gue nos sentimos mas a gusto esta noc?i;/

) ///;)////;//f

) g
WHITE YEL BLUE YEL WHITE RED

—

|

i

YEL YL,

2. ,
'8i, hasta creo gue trataré (de hablar) aleman.

6ther'Prdgrammed Tapes
In addition to the conversations, the CCL_gfoup worked on
progrémmed audio-visual tapes of popular songs in both languages.
Each text was sung after it was réviewed for pronunéiation,
méaning_and grammatical structure. K A typescript of the program-
med songs was made and copies were distributed each session.

Also, duplicate casette recordir. s were available upon request.
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In the present study no effort was méde.to test the
effects of the type of discrimination which the use of this
apparatus and accompanying programming involves. Otheré48 have
reported work along these lines. This researcher haé also
conducted a separate inveétigation with a group of high school
students learning Spanish. Two groups (experimental and control)
were given 20 minutes to study a list >f vocabulary items and
idiématic expressions‘in Spanish. The experimental group worked
together using the Chromacord color discrimihation systems and
equipment; the control group students worked inaependently
using whatever memorization methods tﬁey_were accustomed to.
Both groups werc told they would be tested immediately after
the twenty-minute study period..

The results of immediate testing showed that the control
group sﬁrpassed the experimental group. Two weeks later,
however, both gfoups were teSted on thevsame material without
preparation‘time_or.review. This time the experimental group
surpaséed the contrél group. These'results indicate_that the
‘minute discrimination which this pcheSs and apparatus requires
(multi-sensory as well as intellectual) tégether with immediate
feeaback and teaﬁwork camaraderie seem to enhance long-term'

|

memory. Further investigation in this area would be necessary

to present more conclusive evidence.

48
D. D. Tranel, "Teaching Latin with the' Chromacord," The

Classical Journal, LXIII:4, Jan. 1968, pp. 157—160.
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Evaluative Sessions

The fhird type of learning experience offered the
experimental group was the evaluation session. At the beginning
students were informed they would be able to use either English,
Spahish or German to express whatever reactions they had toward
the learning experience as well as to offer any awareness of
self or otheis,fhey might wish to share. The'counselors were .
invited to participate'freely in the exchanges. The facilitator
also participated.as'grOUp member._

Althougﬁ Chapter V'will focus on the personal reactions
expressed in these sessions, two observations should be‘nqted

-

here. l)-Engliéh was used to a limited degree. The group as
a whole was committed to the two languaggs'and they adhered to
these limits regardless of the compléxity of the exchanges.
2)'Since the class as a whole tended to be at a more advanced
level (or Stage II) in_Spaﬁish, this language was used to é
greater extept.‘ | |

_vTo illustrate, soﬁe of the issﬁes considered were as

follows. The need for more "structure," expressed by several
members, led to é géme of charades, the beginnings of ; visual
map of German grammar, and detailed plans for a trip to Mexico.
Midway through the cdurse, £he_group felt freer to ekpress their
feelings and communicgtion became more personal and interpersonal.

Toward the end of the ten-week period more emphasis was given

to intellectual discussion.
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.Instruments
A aescription of the instruments usea follows; when
possible, a copy of each is included in Appendix B.

The Kansas First Year Spanish and German Tests (Kansas

State Teachers College, Emporia), wefe designed by high school
and college teachers to measure language proficiency in three
areas: reading comprehension, vocabﬁlary and usage (grammar and
idioms) . The tests consist of 100 objective items distributed
among the four categories and yield a iaw score. _APproximate
adminisfration‘time‘is 40 minutes. Percentile norms are
available.

Reliability studies for both Kansas tests haye been
reported by LaFarga.'49 The reliébility of the German Test was
- checked by its administration to two independent groups of high
school and college students. The reliability coefficients
reported are: high school group .84 } .02; college group .94 *
01; high school and college groups combined .91 * .0l1. The
reliability of thé Spanish test waé checked by its administra-
tion to a group of 144 students in high schools and colleges in
the Chicago area. The method used was to correlate scores oﬁ
odd-numbered items versué those on even-numbered items by the
Brown—Speaiman formula. The reliability coefficient reported

is .85% .01.

-

79 — _ |
J. LaFarga, op. cit., pp. 109-112.
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The Curran Aural Language Tests are listening comprehension

tests designed to measure the student's comprehension of a
foreign language (Spanish, French, German and Italian) at four.
levels of proficiency.f The tesfs take approximagély 30 minutes
and are administerea in .group form. Subjects are asked to
listen to a tape of readings by native speakers at varying
levels of difficulty, and to write whatithey'hear in either
English or the foreign language. .The readings consist of
.sentences drawn from excerpts of conversations and literary
passages and range from simple to complex. .Sample sentences
would be from "}Qué hérmoso dfél" to "Cabe en 'rigor sostener
que desde los griegos aca, tomo por punto de partida..."; and
from "Es ist heute kalt." to "Bis sie auf der Mauer gerade
Uber ihm versammelt waren."

The aural tests are scored by giving three points for any
correct sentence andvpartial credit for‘cbfrect words in
proportion to the length of the sentence. Spelling*is dis-
regarded since the purpose of this test is to assess "listening"
rather than "writing" skills. Raw scores'are converted directly.
into per cent. Standardizétion norms wéfe obtained from a 950
college-student .sample. These students were taking one of the

four languages in various universities in the area.

The Speaking Test. Because an appropriate instrument

for the practical aspect of language (listening. and speaking)
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was not aﬁailable,'a speaking fest was constructed for each
language. The instrument was designed to measure skills in
reading (pronunciation), structured conversation and free oral
composition. Two forms were deﬁeloped, one for Spanish and.
one fof German. The test was administered individually in
approximately'three to'five minutes. -

To test reading skill in terms of prQnunciation; speed)
accuracy and comprehension, the subﬁect was asked to read a .
brief passage'(five sentences) in either German or Spanish.
These passages were selected according to heterogeneify of
linguistic patterns from a number of publications used in -
firsﬁ-level instructibn texts.

To test conversational skill, in terms of spontaneity,
choice of vocabulary and_senﬁence sﬁructﬁre, the subject was
asked five dquestions, each requiring a fesponse ranging from
very simple to moderately difficult.

To test oral composition, in terms of spontaneify, choice
.of vocabulary and»appropriate sentencé structure, the subject
was givén a picture of a sgcial'scéne. He was asked fo describe
what he saw using five sentences in the target lénguage. When |
this was not possiblé, simple identification of the'objects
illustrated was sufficient. |

Each pre and post performance for both experimental and

comparison groups was recorded and properly coded. A master
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recording of randomly selected performances was prepared for
evaluation by-native speakers in both languages. |

The judges were four male natlve speakers, all of whom
had received formal education in Engllsh as well as in their
respective languages. Three taught education, psychology or
modernllahguages in various universities in the aréa, and one
taught Spanlsh in high school. | They were oriented in the
.follow1ng manner: two trlal tapes having beglnnlng, 1ntermediate
and advanced performances in each activity were played. After
each trial tape, ratings on a five-point scale (see Appendix B)
were discuééed and'suggestions to improve. scoring were made.
Inter-judge agreement increased as the ratings proéressed.
The judges were theh asked to rate, indepéndently, copies of
the mastér-tape which contained thé speaking perfofmance of
both experimental and compérison subjécts in randomized oxder.
The Fjudges, fhen, were ndf aware 6fwhetherthefspeaker they
were rating was ip the expérimentai'or comparison group.
Separate ratings for each of the th;ee areaé and the total were
obtained. The following inter-judge correlations for the three
areas were éalculated: | |

Inter-judge . Total
correlation Reading Dialogue Description

Spanish J; &'J2 .91 .85 .79 .81

German J, & J2 .89 .78 . . .82 . .83

|
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Since inter-judge correlation was relatively high, the two
ratings were averaged to form one single estimate of the
individual's index in practical skills in each language.

The Personal Orientation Inventory (POI).by E. L. Shostrom
(Educational and Industrial Testing Service, San Diego, Cal.)
is described by Bloxom as:

...a self-report instrument designed to assess

values, attitudes and behavior relevant to Maslow's

concept of the self-actualizing person. Specific

variables assessed are (a) inner support(I), which

is the tendency of a person to quite generally act

on and be guided by his own principles and motives

in contrast to responding to a wide variety of

external pressures, and time competence (Tp), which

is the tendency of the person to live primarily in

the present free of hangups over past events and

future uncertainties. gg

The Inventory consists of 150 two-choice comparative
value and behavior judgments. The items are scored twice,
first for the two basic scales Ty (23) and I (127) and then.
for ten subscales: self—éctUalizing value, existentiality,
feeling reactivity, spontaneity, self-regard, self-acceptance,
nature of man, synergy, acceptance of aggression and capacity
for intimate contact.

‘The major psychometric data reported in the.manual are

test-retest reliability correlations and normative data. The

reliability coefficients for the major scales Tc and I are .71

50

_ O. K. Buros, ed., The Sixth Mental Measurements. ¥arhook
(Eighland Park, New Jersey: Gryphon Press, 1965), p. 121.
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and .77 respectivelyj and coefficients for the subscales range
from .52 to .82. The manual points out these correlations are
at a level commensurate with other personality inventories; The
normative data are bhased on a first-year college student
populatién. |

The Attitude toward Foreign Language Learning Inventory

(AFLII ) was éonstructed because no appropriate instrument was
found in this-éarticuiér area.51 Three foreign language  teachers
were asked'to discuss and list twenty stateﬁents describing
attitudes and feelings toward foreign language learning. The
attitude depicted varied frdm positive to negative. The state-
ments were reviewed by the exﬁerimenter and a research-statistician
in terms of relevancy, élarity and discrimination. &ix jitems
which had low_discrimination were eliminated. From the remaining
14, five positive and five negative statements were selected and
listed in random order. The instrument requests " Yes," "No," and
"Not ééftain" responses. A sample statement is: "One should‘not
attempt to speak a foreign language unless he does so perfectly."
The instrument was scored in~the following ménner. A
"Yes" response for a positive_statement.or a "No" response for
a negative statement was given three points.- A "No" answer for a

positive item or a " Yes" for a negative item ‘received one point.

51 - . ' . o
The following text was consulted: M. E. thaw and J. M.
Wright, Scales for the Measurement of Attitudes (New York:
McGraw- Hill, 1967). '
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A "Not certain" response for both negative and positive items
received two points. The.total score was the sum of negative
and positive items. This was considered the individual's index
attitude foward foreign ;anguage~learning and method adopted.

To establish the reliability of the inventory, a study
of pre and post scores for both experimental and‘comparison
groups Qas done, using the KudereRiéhardson Formula 20. The
"3f and "2" scores were considered "pass" and "1" was considered
a "fail" response. The pass-fail proportioh for each.item was
caléulated} arriving at-a .72 reliability coefficient. |

Procedure of Analysis

Data on tﬁree German language tests and three Epanish
language tests (Kansas, Curran Aural and Speaking Test) and two
affective area inventories (POI and AFLII ) were available. In
order éo have a more thofough.analysis, the‘diffegent subtests
in these instruménts were éonéidered separately. Performance
in both German and $anish was measured by seven variables:
three in the cognitive area (reading comprehension, vocabPlary
and'usage) and four in the practical area (listening and speaking
skills ). Affective area was measured by thirteen variables in
personal orientation characteristics and one in attitude toward
foreign language learning.

This data was éubjected to analysis of covariance (ANCOVA )

which recent literature in the field suggests is one of the least
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biased methods to measure change. Williams, for example,
explains:

What analysis of covariance provides is a
method by which we can remove pretreatment
variations (as measured by the control variable
or covariate) from the post-treatment means
(criterion variable) prior to testing the
significance of the post-treatment differences
among the groups. In more simple terms, analysis
of covariance provides a basis for ruling out
pretreatment differences when our interest is in

_testing post-treatment differences. The significance
test for analysis of covariance uses an F ratio, and
this is interpreted for probability in a manner
similar to a straightforward analysis of variance.g,

Although the sample size was comparatively small, the
data for this study satisfied the requirements for this type
of ana_lysis:53 1) random samples, 2) independence between and.
within groups; 3) the potential for learning a foreign language
is normally.distribﬁted in the population; and 4) popuiation

variances‘are equal, JZ b= 6Q

. x 2 . '
1 (experimental (comparison).

Thé Uhiversity of California Biomedical Computer Program
(BMDO4V ) was used. Thé results are presented in Chapter IV

according to the scheme of analysis on the following page(Fig.

52 . .
F. Williams, Reasoning with Statistics: Simplified
Examples in Communications Research (New York: Holt, Rinehart
& Winston, 1968), p. 93. T

53 , _ A
J. P. Guilford, Fundamental Statistics in Psychology -
and Education (New York: McGraw-Fill, 1956 ), p. 274.
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CHAPTER IV
RESULTS AND DISCUSSION

The purpose of the testing as statied in Chapter III was
to assess the effects of the counseling—learniﬁg in community
approach {CCL) on attitude and learning, ana to compare the
results with those from a second group following traditional
content—centered methods (TCC). For clarification, the
characteristics of the CCL approach_will be reviewed.

Counseling—iea;ning is based on an educational philosphy
which is whole-person-centered and reality-oriented. It has a
tremendous respect for the learner and knower in their totality,
psychologically, intellectually, somatically, and for the area
of knowledge which is being shared and developéd. Thus the CCL
‘approach provides a personal, supportivébrelationship as well as
a humanized and efficient language laboratory that encoufages
learners to work together.

Secondly, the theory sﬁpports the idea that a person,
given the.ﬁecessary tools in a personalized, supporti?e

atmosphere, can be responsible for his own-learning. This is

amrn
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not to say, however, that the learner is abandeoncd in his
 finite state of intellectual experience. Students do need the

'creative teacher,"

the "incarnate-redemptive" model with whom

' they can identify. As Curran beautifully puts it, "learning is
persons,"...not mathematics or history or Spanish. Thus the
modality of “cognitive coupseling" allows the students the
opportunity to "learn," deliberately, consciously by becoming
attune, by listening with "hearf and soul (mind)" to the teacher's
communication and responding creatively to his ideas. At the
same time, cognitive counseling allows the teacher the opportunity
to share his humanity, his struggle to grow and generate new
ideas.

Thirdly, counseling-learning recognizes the emotional
component inherent in all learning which may enhance or inhibit
the process. 1In this sense, the CCL approach provides the
setting whereby each persén is free to express his enntional
reaction to the learning experience, whether it involves an
awareness of self, ofranother or of the concepts themselves.

Evaluation of Language.Aéhievement

In general, the results. of ine language tests show that
significant learning was achieved by both groups even though -
the experimental group was exposed to two target languages

simultaneously and even though guidance as a type of formal

instruction for the CCL group was kept to a minimum. Moreover,
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both gfoups report a proportionaté amount of time spent'in
private study during the ten-week pericd, even though the CCL
group was given no assignments or traditional tests; they were
left entirely to their own motiﬁation with regard to private
study. The mean number of hours reported is 33.3 for the
experiméntal group and 44.1 for the comparison group; The type

' of study reported in decreasihg order of  frequency was:

Experimental : Comparison
Listening to and singing Writing assigned drill
songs used in class : exercises
Reviewing sentences from - Studying for gquizzes
class conversations _ . and tests
Reading newspapers in Doing assigned readings

either language (provided
by the counselors) '

Listening to radio and Listening to assigned

television programs lessons in the language
‘ ) lab

Speaking to native speakers
~whenever possible (i.e.,

beauticians, waiters, building

engineers, clerks)

It is iateresting to note that, left on their own, the
experimental group seems to have enjoyed more varied and "life-
like" study opportunities, conducive to "constructive .learning."
The comparison group actiVities, on the other hand, were

required and more confining; therefore more conducive to

"defensive learning."
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. The discussion of language test data follows the scheme of
analysis presented in Chapter III. Each‘hypothesis is stated
; and the effects of the twd treatments on seven variables in the
two languages are summarized in table form. A profile of
language achieveﬁent for eéch'group ;s presented to make
differences mofe reaaily observable. |

Hypothesis 1

Pre to post change in cognitive' German
language gkills (reading comnrehension and writing)
of the German focus experimental group will not be
significantly different from that of the German
focus comparison group, as measured by the Kansas
First Year German Test.

TABLE I.
ANCOVA: COGNITIVE GERMAN LANGUAGE SKILLS

German Focus CCL Group VS German Focus TCC Group'

Kansas Test 'Experimental o ~ Comparison ‘ Dif. in
' CCL . .TCC Change
: Adj. S.E. Adj.  S.E. ,
Language - Pre Post Post . Pre Post Post - F
Variable test test test test test test

‘Mean - Mean Mean Mean Mean Mean

Vocabularty 40.67 64.54 . 3.71 43.17 67.09  3.70 .75

Usage 1.00 33.15 4.06 13.50 ~48,05 ~ 3.90 1.10
Reading - 14,17 54.17 8.82 4,17 52,13 11.11 2.30

Comp¥ehension

G.f. = 1,10 -
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The Kansas Gefman Test measures cognitive skills in
térms of vocabulary, usage (knowledge of grammar and idioms)
and reading comprehension. In genéral, as  predicted, there was
no significant difference in the acquisition of cognitive skills
between groups, even thougﬁ the ‘CCL group received no formal
insﬁructioﬁ in Gérman'aﬂd was exposed to Spanish as well.

These results may be e#plained in terms of Asher's>"
"incidental }earning," or, more appropriately, Curran'é “éelf-

- ) v :
35 That 1s, the CCL group, feeling apparently

invested learning."
a sense of belonging and truly investing in the experience,
performed as well as the comparison group in the German cognitive

area.

54 ' | | .
J. J. Asher, opcit. (Chapter II, p. 20).°
55 : '

C. A, Curran, Counséling and Psychothérapy, op.cit.,p.349.

’,
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"Hypothesis 2

Pre to post change in cognitive German
language skills of the German focus experimental
grolip will be significantly greater than that of
the Spanish focus experimehtal group, as measured
by the Kansas First Year Germar Test.

TABLE II. -
ANCOVA: COGNITIVE GERMAN LANGUAGE SKILLS

German Focus CCL Group VS Spanish Focus CCL Group

Kansas Test " German Focus. : Spanish Focus Dif. in
cCL . S CCL - Change
Adj.  S.E. ~ Adj. S.E.
Language . Pre Post Post Pre . Post Post
Variable. test test test test test test r
' ‘ Mean Mean Mean ‘Mean Mean Mean
Vocabulary 40.67 64.54 3.71  45.33 60.71 3.71 4,97%
Usage , 1.00 33.15 4.06 17.17 24.13 3.99 11.21%%
'Reading 14.17 54.17 .8.82 23.33 30.62 10.10 14.70%%*
Comprehension ' - o
. ; . *
d.f. = 1,10 : ' - p £ .05
L . : TR

P £ .01
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As predicted, Tablé IT shows that gain for the German-
“focus experimental group is significantly greater in all three
subtests of the Kansas test than that échievéd by the Spanish-
focus experimental group. The difference in'vocabulary gain is
Significant at the .05 level, whereas the difference in gain in
usage and reading comprehension &é significant at the .0l level.

it ié interesting to note that, wiile gain is more evident
for the German focus CCL grouﬁ (since the pfetest mean in all
three areas is consitently lower than that of the'Spanish—focus
CCL group), the Spanish focus group also shows gain in
cogﬁitive German language skills. This result sSupports Ehe
assumption that simultaneous learning of two;@pntrasting

languages is possible through the CCL method. "
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Hypothésis 3

Pre to post change in practical German language
skills (iistening and speaking) of the German focus
experimental group will be significantly greater
than that of the German focus comparison group, as
measured by the Curran Aural and the Speaking Test.

TABLE III
' ANCOVA: PRACTICAL GERMAN LANGUAGE SKILLS

German Focus CCL Group VS German Focus TCC Group .

Test Experimental Comparison Dif. in,

CCL L TCC Change
adj. - S.E. . Adj. S.E.
Language Pre Post Post Pre Post Post

Variable test test’ test test test test F
‘Mean Mean_ Mean -~ Mean Mean Mean -

Curran - o . ' * %
Aural = Listening 24.00 57.07 3.45 25,00 43.26 3.41 10.3

' C : : *

Reading 12.50 15.56 .80 13,79 14,00 .79 5.4-

Speaking : : %
Test ‘Dialogue 3.33 15.27 . .87 4,12 11.34 .89 7.1

Description  3.50 16.72 .98 5.38 .10.73 . .97 6.7

d.f. = 1,10

et




The Currén Aural test in German measures a peirson's
'ability'to gnderstand a native speaking at various levels bf
sophisticétion. As ?redictéd, gain in German'listening ékills
is gréater for the experimentél groﬁp. The difference is
significant.af the .01 level.

Similar results are seen for all threé parts of the
Speaking test, oral reading, dialogue and description. Although
the pretest mean of the comparison group 1s slightly highér |
than thatvof the CCL group, the adjusted posttest mean shows
greater gain for the experimental group. The difference is

significant at the .05 level.
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Hypothesis 4

Pre to post change in practical German language
skills of the German focus experimental group will
be significantly greater than that of the Spanish
focus experimental group, as measured by the Curran
Aural and Speaking Test.

TABLL: IV
ANCOVA: PRACTICAL GERMAN LANGUAGE SKILLS

German Focus CCL Group VS Spanish Focus CCL Group

Test - German Focus Spanish Focus Dif.in
CCL . CCL . Change
, : Adj. S.E. ~ Adj. SLE.
Language Pre Post Post Pre Post Post
Variable test test test test test test F

Mean Mean Mean Mean ., Mean Mean

Curran . , _ * %
Aural Listening 24.00 57.07 .3.45 31.83 48.89 3.45 ll.37

Reading  1Z.50 15.56 .80 14.17 15.95 .79 5.32°

Speaking . - : ok
Test Dialogue = 3.33° 15.27 .87 6.17 13.71 .89 9.78
’ o * %

Description 3.50 16.72 .98 5.67 12.72 .28 10.02

d.f. = 1,10
) '**p

AN




Table IV shows that gain in three of the four variables

of the two practical German tests is significantly greater (at

i the .01 level) for the German-focus group. The Spanish-focus

group, however, also shows gain in practical German language

skills; in fact, this group shows greater gain (at the .05 level

of significance) in the oral reading section of the German
Speaking Test. This result verifies the assumption that
simultaneous learning of two contrasting. languages is possible

through the CCL approach.
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Hypothesis

67

Pre to post change in cognitive Spanish
language .skills (reading comprehension and writing)
of the Spanish focus experimental group will not

be significantly different from that of the Spanish
focus comparison group, as measured by the Kansas
First Year Spanish Test.

¢

TABLE V

ANCOVA: COGNITIVE SPANISH LANGUAGE SKILLS

Spanish Focus CCL Group VS Spanish Focus TCC Group

Kansas Expérimental Comparison Dif. in
Test CCL ' TCC Change
Adj. S.E. Adj. S.E.

Language Pre Post Post Pre Post Post

Variable test test "~ test test  test  test. F
Mean Mean - Mean Mean Mean - Mean

Vocabulary 35.50 78.93 4.21 30.00 78.27 4,41 4.1

Usage 34,50 76.72 4.94 65.67 ,63.60 4.48" 6.3*

Reading ~43.83 76.65° 5,65 < 59.17 74.40 5.46 5.1"

Comprehension

d.f. = 1,10 p < .05
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Table V indicates no significant difference in gain
in Spanish vocabulary between groups. This result was expected.
In usage and readiﬂg comprehension, however, the experimental
group achieved greater gain than the compariéon group. The
difference is significant at the .05 level. Although this
result differs from what was expected, it is in favor of the
CCL group. .
Table V also shows that, initially, the CCL group performed
bétter in vocabulary, whereas the comparison group was far
superior in the other two areas. At posttesting, the experiméntal
‘group surpassed the comparison group in_éll three areas. The
differénce in gain in usage and reading Comprehensionbis
significant at.the.OS level. A probable explanation for this
result may be that, given tﬁe fact both groups had some knowledge
of Spanish at the beginnipg, the interpersonal freedomhexperienmﬁ

by the CCL group enhanced their learning.




Hypothesis 6

Pre to post change in cognitive Spanish
language skills of the Spanish focus experimental
group will be significantly greater than that of
the German focus experimental group, as measured
by the Kansas First Year Spanish Test.

TABLLE VI
ANCOVA: COGNITIVE SPANISH LANGUAGE SKILLS

Spanish Focus CCL Group VS German Focus CCL Group

69

Kansas

‘ . Spanish Focus German Focus Dif. in
Test . CCL ccL Change

_ Adj. S.E. . Adj. S.E.
Language Pre Post Post Pre.. Post Post F
Variable test test test test test test

Mean Mean Mean Mean Mean Mean

. — ‘ * %
Vocabulary 35.50 77.93 4.21 78.33 82.33 3.06 11.32
‘ ' ' % %
Usage 34,50 76.72 4.94 66.50 71.00 4.50 10.60
. : : s
Redading 43,83 76,65 5.64 63.00 72.46 4.53 9.82
Comprehension '
d.f. = 1,10 o P £ .05
**p < .01
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Table VI sﬁows gain in Spanish language skills for both
CCL groups, but also a variation from what was cxpected.
Initially, pretest means for the Spanish-feocus group are
consistentlv lower than those for the German—focué group,
indicating the latter group was more“knowledgeable in Spanish
to begin with. While, as predicted, gain is significantly
greatér for the Spanish-focus group in usage (at_the .01 level)
and reading comprehension (ét the .05 level), theiGerman-focus
group surpassed the first group in Spanish vocabulary skills
’wiat the .01 level).

A possible explanation may be that, given their initial
familiarity with Spanish together with the closeness and
commitment generated by the class as a whole, the German CCL
‘group was encouraged to speak consistently in Spanish during
the evaluative sessions.

This result again verifies ithe assumption that simultaneous
learning of two contrastiné languages is possible through the

CCL approach.




Hypothesis 7

Pre to post change in practical Spanish

language skills

(listening and speaking) of the

71

Spanish focus experimental group will be significantly
greater than that of the Swanish focus comparison
group, as measured by the Curran Aural and the

Speaking Test.

TABLE VII

ANCOVA: PRACTICAL SPANISH LANGUAGE SKILLS

" Spanish TFocus CCL Group VS Spahish Focus TCC Group

Dif. in

Test "ExXperimental Comparison
CCL - TCC Change
| Adj. S.E. Adj. S.E.
. Language Pre Post Post Pre Post Post
‘Variable test test test test test test F
Mean Mean Mean Mean Mean Mean
Curran Listening 22.00 64.67 ©5.26 40.83 50.05 5.64 11.00"
Aural o - r : ’ -

B Reading 13.50 16.17 .61 13.5 15.70 .63 4.98"
Speaking ' e ‘ N
Test Dialogue 10.67 '17.76 -1.39 8.83 13.83 1.76 5.02

Description 7.67 . 17.98 .94 j.66 13.34 .89 6.35"
, *
d.f. = 1,10 p < .05
. &k T
p <.01
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As predicted, .the experimental group<achieved gréater
gain than the comparison group in practical Spanish language
skilis.' The differeﬁce in gain is significant at the .01 level

for listening skills and .05 level for communication skills.
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' Hypbthesis 8

Pre to post change in practical Spanish
language skills of the Spanish focus experimental
group will be significantly greater than that of
the German focus experimental group, as measured
by the Curran Aural and the Spcaking Test.

TABLE VIII

ANCOVA: PRACTICAL SPANISH LANGUAGE SKILLS .

Spanish Focus CCL Group VS German Focus CCL Group

|

Test Spanish Focus ' German Focus Dif.in
_CCL | CCL Change
Adj.  S.E. Adj.  S:E.
Language Pre Post . Post Pre Post Post F

Variable test test test test test . test
~ Mean Mean . Mean Mean Mean Mean

Curran ’ ': - _ * %
tAural Listening 22.00 64.67 5.26 48.83 60.95 5.99 11.76

' ' : ) ' , / o .k

- ' Reading 13.50...16.17 _.61 17.83 18.50 ' .66 5.83
Speaking. ' * %
Test Dialogue 10.67 17.76 1.39 15.67 17.85 1.49 11.13

‘ ' ' % %

Description 7.67 17.98 .94 17.83 19.17 1.34 13.01

YT
- 05

d.f. = 1,10 o p

kK

IA N
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As predicted, Téble VIII shows greater gain (at the .01
'level of significance) in listening skills for the Spanish-

;

focus Qroup. The,German“focusvgroup, on the other hand,
surpassed the Spanisﬂ—fééus group in Spanish communication
skills.(at the .05 ana .01 levels c¢f significénce).!_While this
_teéult was not expected, it'may ne egplained_in.terms of the
:theoxy that receptive skills precede productive skilis; (See
Chépter II, pp. 19-21) A comparison of preﬁest means indicates
both‘groups performed at a level commensurate with their initial
standihg.

Again, this result verifies the assumption that simul taneous
learning of two contrasting languages'is possible through_the

CCL approach.

q
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Evaluation of Affective Area
Two separate instruments were used to obtain data on
two affective variables, the individual's personal orientation
as measured by the Personal Orieritation Inventory (PCI), and
fattitude toward foreign language learning, as measured by the
' Attitude toward Foreign Language Learning Inventory (AFLLI). A
‘discussion of thé results of analysis of covariance for these
tests will follow the pattérn established for the evaluation of
language achievement. Each hypothesis is stated followed bv a -
summafy table of the data and an overall profile. The profiles,
as seen earlier, help clarify specific differences.
_Results of the POI
At i1t was discussed in Chapter III, the POI assesses

personal orientation through ten scales for each of two specific
factors, inner support (I) and time competence (Tc). The POI
Manual recommends an interpretation of the results by noting,
‘rfirst,'overall_proﬁile.elevation and, secondly, scores on
particular scales. - The'guidelinés for intepretation are as
follows: s _ : '
If the Time Competence and Inner-Directed scores

or most of the scale scores fall above the mean

standard score line based on the normal adult sample,

the probability is that the person is one who is :

functioning relatively effectively and is comparatively
- competent in his development-toward self-actualization.

If most scores are below this mean, it may be that the

individual is expaiencing difficulty in his personal

effectiveness and that ~hang:s in his value orientations

would be beneficial in ussisting him to experi~nce
further personal development toward self—actualizatibn.56
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Hypothesis /9

Pre to post change in personal oricntation
characteristics of the experimental group will not
be signifi:antly different from that of the comparison |
group, as measured by the Personal Orientation -
Inventory (POI).

Since aﬁ individual's personality tends to be generally
stéble; no significant change was expected for either group.
The results on Table IX and Figﬁre 10 indicate that pre and
posttest means for ﬁoth groups fell in the-normal range of |
self-actualization (Mean Standard Score of 50);

_Lobking at individual'gcales, howevei( the-experimentai
group shows gain in.the inner-directed scale (significant af
the..Ol level), whgreas the comparison group;shows a slight
decrease. The CCL group also shows gain (significant at the
.05 level) in three other subscales:_existentiality,_feeling
reactivity and capécity for intiiiate contact. The TCC group,
on the'other hand, consistently shows a decrease in almost all

the scales, with the exception of gain in self-regard.

56 ‘ ) - _,.r
E. L. Shostrom, Personal Orientation Inventory Manual
(san Diego, Cal.: Educational and Industrial Testing Service,
1966), p. 15. : '




TABLE

IX

ANCOVA: PERSONAL ORIENTATION
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POI Experimental Comparison Dif. in
___ccL ~_TCC Change
Adj. S.E. , Adj.  S.E.
Pre Post Post . Pre Post Post
i Variables test test test  test test test F
Mean Mean Mean Mean Mean Mean
Time Competent . 18.50 18.58 .82 17.92 17.89 .80 -
: : ‘ %%
-fInner Directed 88.58 93.79 2.13 88.00 86.14 2.09 11.93
Self-actualizing ; . .
Value .. 20.75 2l.07_ .48 20.25 20.17 .52 -
. . ‘ ’ *
Existentiality 22.58 23.34 .70 21.25 22.00 .75 4,41
Feeling 16.08 18.07 .68 16.92 16.60 .66  4.97
Reactivity ‘ Lo
Spontaneity 13.41 13.83 .63 14.00 13.66 67 -
Self-regard 12.62 12.74 .43 © 11.92 13.11 .44 -
self-acceptance 16.66 16.00 .79 18.25 15.47 .75 -
Nature of Man,. 12.18 11.56 .5 12.08 12.13 .60 - -
Constructive : - .
4 Synergy 7.75 ~ 7.23 .34 7.33 6.56 38 -
AcGeptance of  17.58 17.67 .81 17.00 16.83. .79 = -

Aggression *

Capacity for 18.91 22.51 .59 20.41 19.82 .57  5.63
Intimate Conact :
‘ ‘ N ‘
d.f. = 1,22 o . p £ .05
4 . _ *k :
p £ .01

g
{
1
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Moreovér, the POT profiles (Fig. 10) reveal three

interesting commonalities between individual scales. First

'is,a slight gain in gencral self-regard for both-grdups. ‘A

probable interpretation might be that, as'LaFarga57 has reported,

increased proficiency in a foreign language seems to enhance a

*positive’self—fegard. Curran also has reported that language

: clients in his groups oftenh express greater self-awareness, and

~

understanding through a newly-acquired foreign language self.58
A decrease 1in self-acceptance and synergistic awareness
is also common to both. groups. This tentatively suggests a

conflict stage. in learning (Stage II-III) which may be marked

i by a kind of anger toward the self for not'béing "good enough,"

possible_resentment of others' greater ability and/or
sessitivitysand consequent guilt for feeling that way.

In discussing the developmental stagss of the counséling—
learning process, Curran explains this conflict.

A strong force for learning in these latter
stages is an affective one, specifically indignation.
As the learner's capacity to learn unfclcs, he often
needs to assert his own unique way of learning in a
strong, forceful manner. The knower (counselor) must

~accept this as inherent in the learning process if

57

J. LaFarga, op.cit., pp. 129-134.
58 ‘
C. A. Curran; Counseling and Psychotherapy, op.cit.,

pp. 312-314.
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he is to help the learner. We came to see that as
people become openly angry and are not rejected by
their counselor-knower, they themselves feel a new
positive internal process, unknown up to that time.
This caused us to recognize the importance of anger
in learning. Such personal indignation is a
necessary assertion on the part of the learners,
indicating that they do not wish to stay in the
previous stages of dependency.cgg

It appears, then, that the psychological openness

experienced by the experimental group seems to have enhanced

X

i .
personal and interpersonal awareness and commitment.” As it

will be discussed in Chapter V, personal comments from the

. participants themselves seem  to support this interpretation.

59 ,
Ibid., p. 132.

81
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Hypothesis 10

Pre to post change in attitude toward foreign
language learning of the experimental group will be
significantly greater than that of the comparison
group, as measured by the Attitude toward Foreign
Language Learning Inventory (AFLLI).

TABLE X

ANCOVA: ATTITUDE TOWARD FOREIGN LANGUAGE LLEARNING

AFLLI Experimental “Comparison Dif. in
CCL TCC _ Change
: Adj.  S.FE. Adj. S.E.
_ = Pre Post Post Pre Post Post
Variable "test test test ° test test test "
.- Mean Mean Mean = Mean Mean Mean F
Attitude ' B,
toward ' *

foreign 17.81 23.88 1.15 19.22 20.30 1.17 6.15
_flanguage : -
ledrning
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As predicted, Table X ana Figure 11 indicate grecater
positive attitude change (significant at thé .05 level) for
the CCL group, even though at the beginning this group showed
a less positive attitude toward forecign language learning in
general, and a more skeptical attitude toward the CCI. approach.
+A sample of individuél differences in attitude change will be

described in greater detail in the following chapter.
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Summary
In terms of motivation to &ork or study outside the
 formal learning experience, both groups reported a proportionate
amount of time spent in private study, despite the fact that no
traditional assignments or tests were required of the experimertal
group. The mean number of hours was 33.3 for the CCL group and
44.1 for the TCC group. The experimental group reported varied
and "real-life" type of activities, which seem more conducive to
"constructive" learning, whereas the TCC group reported "required"
activities confined to intellectual exercise-and hence more
conducive to "defensive" learning.
Gain in Languaye Proficiency

In general, test data indicate that both the experimental
(CCL) and comparison (TCC) groups showed gain in their respective
language focus. Significant difference; in gain between groups
were found as folléws.

1. The cognitive area (reading comprehension and knowledge
of grammar) was measured by the Kansas First Year German and
Spanish Tests. A comparison between the German-focus CCL and
.TCC groups indicates both groups performed equally well in
cognitive German language skills. As predicted, there was no

significant difference in gain between groups. For the Spanish-
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focus groups,-howeve:, the CCL grecup showed greater gain in
Spanish usage and comprehension skills than the TCC group. The
difference was»significant at the .05 level. |

2. The practical area was measured by the Curran Aural
and Speaking Tests. As predicted, the experimental group in
each target language surpassed the comparison group in listening
and speaking skills. The difference was significant at the .01
and .05 levels respectively.

3. The aséumption that simultaneous learning of two
contrasting languages is. possible through the CCL épproach was
yerified through a comparison between thé German~focus and
Spanish-focus CCL groups.

| In Gérman language skills, as predicted, the German-
focus CCL group achieved greater gain than the Spanish-focus
CCL group in vocabulary, usage, readiﬁg comprehension and
listening and coﬁmunication skills. The difference was
significant at the .05 level fof,vocabulary and and at the .01
level for the remaining skills.J Herver, the Spapish—fbcus
group also showed consisfent gaiq in all the Germar. language
skills tested. 1In fact, in German oral reading, this group
surpassed the German-focus croup at the .05 level of significance.

In Spanish language skills, tﬁé Spanish-focus CCLv

group achieved greater gain than the German focus group in
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 listening, usage and reading comprehension. The difference
was significant.at the .01 level for the first two skills and
at the .05 level for the third. Thé Gexrman-focus CCL group,
on the other hand, surpassed the Spanish-focus group in
. vocabulary (at the .01 level of significance), oral reading
and communication skills (at the .05 level of significance).
Affective Area

Data for *:he Personal Orientation'Inventory indicates
that.pre and posttest means. for both experimental and compa;ison
groups fell in the normal range of self-actualization. This
result was expected.

Looking at individual scales, however, the experimental
. group showed gain in the inner-directed scale (significant at
the .01 level), whereas the comparisdn group showed a slight
decrease. The CCL group also showed éain'(significant at the
.05 level) in three other subscales: existéntiality, feeling
reactivity and capacity for intimate contact. Thé TCC group,
on the other hand, consistently showed a decrease in almost all
the scales, with the excéption of gain in self-regard.

As predicted, the results of the.Attitude toward Foreign
Language Léarning Inventory showed greater positive attitude
change for the experimental group. The difference was

significant at the .05 level.
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CHAPTER V
DESCRIPTIVE ANALYSIS

The purpose of this Chapter is, first, td describe the
development of the experimental group by relating specific ins-
tances and personal comments, and) second, to discuss the
consequent-effects of ﬁoth approaches as reported by the
participants themselves.

The original plan for the experimental group was to spend
one-third of each session in small group conversations, one-third
using the Chromacorddaequipment, and one-third in cvaluation of
the learning experience. In practice, this structure was adjusted
to meet the needs and circumstances of éach session.

Although the group in general was cohesive and consﬁructive,
the experimenter féels persdnal and interpersonal commﬁnication
might have been explored in greater depth during the evaluative
sessions. However, due to the short-term duration of the study,
| the counselorsj and facilitator decided to let the group determine
their own level of relationship. ‘

The issue of how much time or emphasis sﬂguld be given

to personal and intérpersonal awareness and how much to content
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 is not definite. If one adheres to Curran's philosophy that

"learning is persons," each session should be left "open." The
jdecision to focus.on either aspect for a pefiod of time should
be a corporate, deliberate and conscious group decision.
Neither aspect should be neglected, however. If the issué
under consideration is mainly the concern of one or two mémbers,
.a different time could be set aside for their purpose.
Anxiety: Need of Artificial Aids for Communication

The first three sessions, as expected, were characterized
by a certain amount of confusion,'tension and dissatisfaction.
Several members’expressed the need to select topics ahead of
time or to have drills in grammar and vocabulary. During the
evaluative sessions, the following solutions were proposed and
consequently carriéd out: plaving charades;.revieWing the
beginnings of a map of German grammar, and planning a trip to
Mexico.

While these solutiohs indicate a certain commiﬁment to
the languages, it should be noted that, under anxiety and stress,
people are apt to make sugéestions to postpone real engagemenp.
Onée.a‘group becomes at ease with one another, however,‘no
artificial aids seem necessary. In this study, by the end of

the third session, the group had achieved a sense of equilibrium.

This is evident in the following comment:
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I liked playing charades the other night

because maybe we necded something to get us going,

but we did not need anything tonight... we just

talked. '

This might suggest the misleading elemen:s of the
"hélpful props" for conversations suggested by others. (Sece
Chapter II) Experience in group process and group counseling
indicates that artificial props often tend to prevent genuine
communication and delay commitment to the group experience.

Security Aids Commitment

The Chromacord lab was introduced at the fourth session.
Feeling more at ease With one another and increasingly comfort-
able in the élient-counselor relationship, the group welcomed
the equipmeﬁt and hecame quickly adept at using the color code.
which had been_given to them at the beginning of the course.
They_were especially pleased to:-study the visual tapes of their
own sentences in the foreign language and to sing the popular
songs. This enthusiasm is evidenced in the comments which were

communicated through the language counselor.

German 1is challenging!
Deutsch ist herausfordernd!

I would like both languages to try now.
Ich mochte beide Sprachen ijetzt versuchen.

You must learn patience to have.
Du must lernen Geduld 2zu haben.

Dependency is the first stage.
Abhangigkeit ist die erste Stufe.




¢

The songs arc beautiful and popular too!
Las canciones son bonitas y populares tambien!

All we need to do 1is dance for a .
Alles was wir tun sollten ist tanzen um ein

complete experience to have,
vollkommenes Erlebnis zu habe.

Breaktrhough to Personal and Interpersonal
Communication
The session that "broke the ice" for more personal and
interpersonal communicatién-was the release of frustration from
one of thé members because others, she felt, spoke more freely
in Spanish: -

What do you think K.? Why don't you speak?

Was denken Sie, K.?... Warum sprechen Sie nicht?
. . . (pause)
I can't. All of you speak much better than I do.
No puedo. Todos ustedes hablan mucho-mejor que yo.
All of us?
Todos?

. Yes, when I get ready to say something,

Si, cuando me siento lista para decir algo,

C. is already answering the guestion.
C. ya esta contestando la pregunta.’

« « + (pause, followed by uncomfortable silence)

After a few defensive exchanges, other members joinéd in
criticism or praise of the more enthusiastic participant who

often enlivened but also monopolized the conve?sation. The
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confrontation and real caring shown by the group rcsulted

in personal insight for the over-enthusiastic group member:

Well,...I guess talking too much is one of
my problems...especially when I am axcited.

(Bueno,...Creo que el hablar demasiado es uno
de mis problemas...especialmente cuando estoy emocionada.)

Toward the conclusion of the session, phe facilitator
broadened the incident by commenting that, in general, both
talkative and quiet persons gradually contribute, in their gwn
way, to the development of a group.

The emergence of personal insight often occurs in Curran's
foreign language groups; sometimes language ciiénts are ﬁoved
to deep examination of themselvés. This suggests future research
might examine how a person's awarenéss of the way he functions
linguistically may invoke a better hnderstanding of the way he
functions personally and in his relationships with others.

From a Group of Individuals to a "Community"

Only one evéluative session extended the time iimits.

This was due to the presence of two visitors who came to observe
the class. ‘The’facilitat0¥ debated asking them.to simply
observe for fear their participation would inhibit the_groﬁp.

To everyonegs surprise and contentment, the group was motivated

to examine their growth from a group of individuals to a real’

"community."
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One visitor "felt drawn" to participate by the
congeniality of the group. The other asked questions that
allowed the group to express the "growth" they had experienced.

The following comments illustrate the various staqges.

I feel we have come a long way from the first
class in which we all seemed occupied with ourselves
. and how to go about this new systam. Now we seem to
be more concerned with one another.

I felt worn out with our first sessions--
bringing in the lanterns was a relief. Now I feel
like I have more energy... (pause) ... I ... Ich

. fuhle mich sehr gut heute abend wail ich meinen
ersten korrekten Satz auf Deutsch ganz alleine
gesprochen habe.

(I feel good tonight because I said my first correct
sentence in German my myself.)

This comment illustrates how, as people feel secure in the
counseling-learning experience, they almost unconsciously move
into the foreign language to communicate their ideas, even in
ordinary discussion.

Our silence for me today was different. Before
- I had the feeling we withdrew into our separate
. individual selves and became isolated. I was
comfortable today...our silence was thoughtful,
emotional....

(Nuestro silencio fue distinto para mi esta noche.
Antes parecia que nos aislabamos dentro de nosotros
mismos. Hoy me senti a gusto...nuestro silencio
fue comunicativo, lléno de sentimiento.)

tothers added,

...We have developed a sense of humor. We
. laugh more. ,
(Hemos desarrollado un sentldo de humor. Nos reimos mas.)

™
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. We also seem more alert, or "quick-minded."
(Estamos mas alertos, o pensamos mas rapido.)

. Yes,.I like that phrase, "quick-minded." 1In
my other classes I felt dull today.

Others emphasized increascd confidence and total involvement.
What you said on creativity was beautiful
. because I do feel that no matter how awkward ny
sentences were, they were mine.
(Lo gque dijo sobre "creativity" fue lindo porque
a pesar de que mis oraciones fueran torpes...
eran mias.)
I feel involved with my total self. 1tlhen
. thinking, working out and speaking my own
sentences, I am using my thoughts, feelings...
and whole personality.

We are not just learning a language; we are
. getting to know ourselves better and one another.

(Wir lernen nicht nur eine Sprache, sondern
lernen uns selbst und andere besser kennen....)

The German counselor himself stated,

What has amazed me is the good pronunciation
. from the very beginning. :

Tnis final comment suggests that many mispronunciations may be
due to tension and nervousness. As adults become secure and
give themselves in child-like abandonment to theAcounsélor, they
are apt to pronounce more accurately because they simply let thé

words flow through them without distortion, tension and resistancd
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Bchavioxr Change: Individual Differenccs

Behavior differcnces were also noted. Clarity and
loudness when spealing the languagos improved in pronortion to
the speaker's confidcnce. "Whispering"” had been a sore spot
for the group during the first sessions. Also, those who had
some knowledge of Spanish began to speak German.,

Here again the facilitator consiéered introducing another
structurc, wherceby the morec ablec Spanish-speaking clients could
have becorme the counselors to the Stace I clients. However, the
small groups and limited nurber of sessions advised against it.
Also, the group preferred the more fluid structure, as was secn
by their enthusiasm to have the counselors become part of the
group. Thinking of larger classes and longer terms, however,
this strategy has proven most helpful, if not necessary.

Moral support and encouragement came more freely as the
sessions continued. One undergraduate who was particularly
quiet was voted the "best operator" with the lanterns, and his
partner became the "tenor" in the group. One of the graduate
students gained the respect of all for insights that added depth
to intellectual discussion; another took the lead in sensitively
assessing the group's development toward "community."

The group also became attuned to concrete situations.

For example, one member expressed anxiety over a term paper fox

a literature class and was given the chance to present his ideas.
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A discussion of pocws by Gocthe led to a precsentation of
personal poens by one of the menbers. fToward the end of the
sessions, two mncnbers involved in student-teaching initiated
a discussion on the applicability of the counseling-learning
approach to other arcas, such as social studies or literature
classes.,

The final decision the group made was to celebrate the
posttesting scession with a Mexican dinner. To cveryonc's
delight, the restaurant had a band so in the end dancing was
part of the program.

While the dinner celebration and other activities might
be the outcome of regular foreign language claesses, these are
more common of the group self-investment produced by counseling-
learning. These activities indicate movement away from
"getting a good grade" and toward a sincere desire to develop
a new language self.

Role of the Counselors

Not much attention has been given to the counselors.

This shéuld not minimize their importance, for it is through
their respect for and sensitive understanding of the clients,

as well as their skillful and knowledgeable assistance, that the
group members were able to "give birth to" and/or develop their
Spanish and German selves. Their role at first kept them

outside the group; but by the fourth session the counselors
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had become clients as well. The counselors®’ integration
into the group was probably facilitated by the fact that several
members assumed an "adolescent" stage, speaking consistently in
Spanish.

As the course began, the facilitator had the impression
both counselors were reserved, sensitive individuals. Through
the sessions both seemed to unfold in self-assurance, charm
and sense of humor. 1In fact, toward the end, the group agreed
they were a handsome, outgoing pair. It seems appropriate to
present here the personal evaluations which the counselors
wrote during the final evaluation session.

My incipient fears of being unable to solve

all the grammar problems disappeared as soon as I

realized nothing was really demanded of me. The

conversations were simple and everyone seemed to

appreciate my help. :
As counselor I first had no chance to become

part of the group, but when we decided to change

this, I felt much more comfortable. In fact, I

enjoyed every class. 'My ability to speak Spanish

improved as a result of it....My inability to be

open with others came out but I felt accepted--

I even enjoyed being kidded about it. I got to

know some members to the extent of considering them

good friends...

This comment suggests a double ego-defense structure which
may exist in many classrooms today. Considering the counselor's
first sentence, one might see how "defensive learning" may be

prompted by "defensive teaching." That is, in anxiety that he

cannot answer all the gu:stions the students raise, the teacher
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may become defensive from. the moment he enters the classroom |
for the.first time; this in turn can threaten the students and
cause them to become defensive themselves. This mutually
defen«ive situation may be perpetuated for the duration of the
telrm,

My real acguisition in language was a "taste"
for German. I never thought, as a native Spanish
speaker, I would enjoy listening to a German radio
station twice a week, and to the German song tapes
in between. Studying German with the equipment
alsc helped my English. 1In the conversations tco I

tried to be more relaxed when speaking English.

The key to this improvement, I feel, was the
closeness with the group. I found I could be more
myself and feel more comfortable in a "foreign
group”" situation. I feel I made new friends.
Conversations with separate members after class
were insightful and had a lingering effect.

Judging from these comments, it seems the experience
was personally and linguistically enriching for the counselors

as well.
Role of the Facilitator

The experimenter was the facilitator. During the

conversations she recorded the sentences and prepared the visual

tapes. During“the laboratory session she operated the sound-
visual equipment and "coached" the class by highlighting
.characteristic patterns or rules for each language. This was
the only "direct" kind of instruction offered, and done so in
a concise, matter-of-fact, unobtrusivé manner--through the

laboratory apparatus, as will be’seen later.

pen
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Finally, shg participated as group menbor in the evalua-
tive sessions commenting or reflecting feelings whenever
necessary as well as being language counselor to'pfoxiﬁate
members. She chose German as the medium of communication for
three reasons: to reinforce for herself and the group the role
of “member" rather than “leadef," to belonyg as a "frail" member
still in need of.the counselor's.help, ané because she welcomed
the oppqrtunity to speak German.

The delicate position of the counselor-knower warrants
further considerafion. Insofar as the counselor or facilitator
represents a kind of "expeftise," he runs the risk of being
alienated in a number of.ways: for example, by being.resented
for "knowing too much," or by invoking a kind. of depéndency in
tﬁé client-learner.

Speaking on the alienatidnlthe ﬂative counselors often
expressed in his groups, Curran explains:

_ This god-like position3..whiie given the

native counselor great prestige, had the painful

adverse effect of removing him from any sense of

sharing or belonging to the group. He was simply

one who knew every word and every construction,

and so seemed to have a kind of absolute,

unquestioned power and supremacy.

One of the advantages, then, of treating two or more foreign
languages, especially at the university level, is that it offers

the ﬁroficient speaker in one language--especially the native

counselors--the option to become "incarnate" and share the

{ 60 C{A.Cuffan, Counseling & Psychotherapy, op.cit.,p.309.




graup's struggle to learn another language. In this
-tstudy, as the counselors énd the facilitator tried to speak
Ithe language they knew least, they felt increasingly accepted
as group meémbers. This in turn helped them to be moré effective
in their role.
Personal Evaluations

During the‘final ses~ion the group were asked to write

a brief statement with reference to their experience as a whole,

Following are some of their comments.

When I started I knew nothing of German but
now I can form simple sentences. I didn't speak
very much but I got a lot out of just listening.

. As others said, I think I was one of the "best™
with the lights. I'm pleased about that.

I felt I gained much more from this class
than any other I've had--in interaction with others.
"Even though others . accepted my being quiet, I felt
encouraged and participated more than I usually do...

I was doubtful of this method at first, but
once I got involved, it really took a lot out of me.

My ability to speak Spanish improved from the
standpoint that I £felt free to express myself and I
. was even anxious to conuwunicate ideas--I1 was surprised
at the level of sophistication we reached sometimes....
I also feel I made a big step forward in German--
although my ability to speak it is not that great....
I was surprised to see I could answer more questions
in the final German test and understand more German
on the tapes.

I really enjoyed the classes but I am not sure
how much Spanish I learned. I still think I need
more structure so I could really study. I guess

. toward the end I tried to speak more. German seemed
easier, especially through the lanterns....One thing
I will remember and that is how silence from one
member can affect a group.




e

TR L e - TR LB IGL = LTPAT 3 A

. €3k

What was of recal value to me was feeling a-
gradual caiing for the class as a group and toward
individuals separately. I grew more comfortable
in Spanish, even proud. But I was also conscious

~that my enthusiasm was inhibiting others, so it

was a relief to talk about it. This kind of pushed
me to try German also.

Aside from the languages, I grew more perceptive
as to the types of interaction that were going on...
I ended up with a feeling of being one in a group.

Before ‘ .~ After

= G? ‘igv(
\‘oné of . oné~in

a group a group

My attitude toward the counselors and the
facilitator also changed from -

cou seler
A .
teacher-counselor | - -} — -"person"

I . roi=

— ~"person"

Perhaps this was the biggest "+" in my
experience. I felt the "me"-ness and the "you"-ness

which cut through the impersonal "my role-your role"
idea.

For a class in which you said there would be
no assignments, we sure did a lot! I found myself
asking my grandmother (she is from the 0ld Country)

for German phrases so I could catch up with everybody...

Yes, I guess I am competitive....

101
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I feel sat. sfied with my work in the course,
especially in Spanish. I can say something now .
without struggling to composc it. What helped me

. was the fact I was free to just try without being

afraid to make mistakes. But I am beginning to
recognize my own mistakes as well as those of
others.... .

I was pleased to see we were interested in
each other, how we felt about things--sometimes
I even forgot we were speaking in two languages...

The first thing I remember was feeling out
of place in a class with graduate students. I
even thought of dropping out. But I changed my
mind when I realized my Spanish was pretty good
and that there would be no assignments or tests.
Despite bold mistakes in Spanish--which nobocdy
seemed to mind--I was proud to keep up and express
my ideas, especially in our philosophical discussions.
German was even more exciting and new. I am
not sure I will remember what I said in any systematic
way, but I often tried to speak German with other
friends who were studying it in another class and
they never really tried to keep up a conversation
with me--although I am sure they knew more grammar
than I did or do. S

I 'was never familiar with the German language
until this class. I became very excited about it
even. though at the beginning I saw myself learning

. more Spanish. I feel German is beautiful! I think
I was more conscious of "learning" Spanish in the
sense of rules, but with German, I did not expect
to learn anything--I just spoke and the language
came right through to me without questioning whether
it was right or not....

In Spanish I felt I was fighting to construct
the sentences correctly--so the counselors would
not have to make any corrections.

. As .for the counselors--I love them: They
really let me try....I got to .know them better when
they tried to speak the language they didn't know.

]
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Ensuing Effects

In order to determine the long-term effects of the two
approaches, both experimental and comparisén groups were
 contacted several months after the experienée. ‘The expefimentalv
gfoup was invited to view the slides which had been taken during
. the sessions. Ten were able to attend and two weire contacted
by phone. |

Two members of this group reported a brief sojourn in
Europe,_especially in Germany. Two members had secureqﬂpositions
to teach English-in Mexico. Two had made plans to teach in the
bilingual and TESL (Teaching English as a SecondiLanguage)
programs in.Chicago. Oneimember haa joined a national airline
which travels into Central and South America. Three members
were purSuing»further study invforéign languages, two in.Gérman
and one in French. Finally, two members reported continued
interest in the languages but no special activities related to
them. |
| While these activities are not unusual in themsel?es,
they support the ﬁersonal comments made by the CCL group at
the end of the experiénce. The fact that the group spent a
comparatively short time together suggests also that self-
investment does not necessarily have to take a léng time.

These results point in the direction of Curran's

"insemination" theory of learning--in contrast to a "problem-




solving" theory of learning--which suggests that learning is
- determined not by the immediate effectiveness with whiéh
b "the seed goés into the soil," but by the long-term process
through which the sbil in its own way produces new fruit.

| DisCUSsing the end product of the "creative" teaching—
learning relationéhip, Curran explains: | “

It is not just the information that the
knower presents, nor simply what the learners-
understand, both cognitively and affectively, in
‘the person and the thought process of the knower.
It is also what the learners themselves creatlvely
reproduce as unigue expressions of their own
invested selves.

This is a kind of "insemination" process of
learning that has been generally overlooked in our
modern intellectualized and factualized approach
to education. It is contained, however, in the
use of the word "seminary" as a place of learning....
Capturing this word in its exact meaning, the
creative presentation of the knower-thinker is an
"insemination" function. The learners first receive
the knowledge in its initial form. They understand,
respect, and convalidate both it and the person who
gives it. This allows for the possibility that .

. such knowledge"can then emerge as a unique creative
learning experience marked with the special personal

characLerlstlcs and needs of each studenL.6l

61
C. A. Curran, Counseling-Learning, op.cit., pp.117-118.
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The activities réported by the comparison group, on

the other hand, are more indicative of "defensive" or "pragmatic"

learning. Only in rare instances do their comments reveal a’

convalidating experience. These students were also contacted

by phone. They were asked qimply to éomment on their overall
reaction to the élass in retrospect, and on any related
activities in which they had participated. Five of the six
members.in the Spanish class received an "A" (excellent" or
"B" (above average) grade, and one received a "C" (average)
grade for the course. Five compléted the first year sequence
and ‘one stopped after the first course. Some of their general
comments follow:

Since I made Spanish my major I am planning
to spend my senior year in Madrid. I'm so
excited I can hardly wait!

("A" average in

. language -study)

Well, I did finish the sequence but I'm
afraid I am losing it already.
' (B average)

I got "A's" but I can't speak it as I would
like to. Ms. G. was a good teacher and I
liked her but... I'm a sociology major and next
year we'll be going to work in a Latin American
community and I don't really feel prepared...
I think they'll just make fun of me.

. (B average)

Orie course was enough for me. I took two
.years of it-in high school, so I don't
plan to take any more unless I have to.

: (B average)




e e i AT, ™ e [ TR T N R TR BANL Y

1C6

I ended up with a "B" average and was really
loppy with that. The competition was rough
because some of the kids knew Spanish already.
: (B average)
I think I should have used the lahguage lab
more often on my own, but you know... the
lab is so out cf the way that it really takes
will power to spend an hour. up there by yourself.

(C average)

As can be seen in all but the first comment, despite their
success in achieving a "good" grade anc despite the fact all
but one éompleted the first-year language requirement, these
students, apparently, were left with either unresolved hostility
or indignation for an "unfair" experience or a sense of guilt |
for not achieving the expected level of proficiency. Finally,
) the reluctance to being isolated or "buried" in the language
laboratory is in sharp contrast .to the enthusiasm and teamwork
experienced by the experimental group.

The reactions from the students in the German -comparison
group seem more defensive and negative, perhaps due to the
stereotype attitude that "German is difficult." The grades they
reported were two "A's," two "C's," one "B" and one "D." Some
of their cbmments, in gist, were as follows.

I enjoy languages and after two years Spanish
in high school I wanted to try German...We had to
work. hard because Ms. H. was strict. I didn't mind

- this but some kids did so they dropped out. From

25 we ended up with 11 at the end of the year. This

was O.K. though because we got to know one another

: better as a small class.
.. : (A average)
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I took only one course because my schedule
. didn't permit it, but I'll take German II next
fall...I think we'll get more conversation then.
' (A arerage)

It was just another class. I did my work
and didn't complain as much as others did so
. I got a "B." The second course was more
interesting, but I'm not a language major so I'll
just complete my requirements next year.
~ (B average)

I c¢id O0.K. my first year. I can't speak it
‘but I can read it. As an English major I like
. to compare both literatures, so I'll take
another course next year. _
(C average)

I took one course. I just couldn't hack it.
I wound up with a "D" but I think I did better
. than that....It really pulled down my average...
» Any way... I would recommend more contact with
culture--people, rather than words and
declensions. 5
(D average)

I dropped out aftéer my first course--I got
a "C'--because I really didn't need it for
graduation. Speaking German wasn't difficult
for me~-I'm a music major and my background is
. Polish and Serbo-Croatian--but I just couldn't
tolerate my slowness with the grammar. I used
- to say to myself...'If Ms. H. can speak English
and German perfectly, why can't I?' I couldn't
stand the pressure either--I was an upperclassman
and -the others were mostly sophomores--and
whenever we went around the room reviewing
homework, my sentences were almost always wrong.
(C average)

" The last two comments again indicate a disturbing, unresolved
confusion and hostility. It is the experimenter's belief that,
given the opportunity to éxplore these feelings, the psycholo-

gical blocks could have been resolvéd. MoreovefL it is the
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‘writer's experience that open communication brings forth
individual talent which enhance the group's resources.

It is evident, from the last quote, that this person was _
struggling to make a commitment to the language, perhaps even
to the teacher, bhut éaught in the narrow fccus of linguistic
structures, her talent, her sensitivity to souﬁd, was not tapped.
No doubt in a freer atmosphere, she would have enchanced the

group's appreciétion of German phonology and intonation.
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CHAPTER VI

SUMMARY, CONCLUSIONS, RECOMMENDATIONS AND IMPLICATIONS

Summary

The Nature of the Problem

The impact of the "human potential movement" on education
may be said to have had its impetus from the development of the
theory and practice of counseling, psychotherapy and group process
Although such a movement encompasses various approaches to
teaching and learning, the trend seems to be toward a common
goal: personal growth through the internalization of knowledge
and increased éwareness and appreciation of self and others.
This, in essence, is the goal of the counseling-learning in
community (CCL) approach to education.

| | | Purpose

The purpdse ofrthe present study was to evaluate the
counseling-learning appfoach to foreign language instruction as
compared to a traditional approach in terms of language

achievement, personal orientation and change in attitude toward

foreign language learning.
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Procedure

Twelve students at Loyola University of Chicago volunteered
to learn either Spanish or German under sinultanreous exposure to
both, with the help of two native speakers trained in counseling
and oriented toward the counseling-learning approach. They
received three hours credit in educational methods. The
activities offercd this group consisted of 1) conversations
directly in the target language through the client-counselor
relationship; 2) discrimination of linguistic structure through
the multi-sensory Chromacordﬁg equipment; and 3) evaluative
sessions to appraise the learning experience. The experimenter,
trained in counseling and having expert knowledge of Spanish and
a good knowledge of German, participated as group facilitator.

The comparison group was composed of twelve students from
regular Spanish and German language classes at a different
university in the area whé volunteered to take the same test
battery as the experimental group. These students were part of
the regular classes taught by native speakers under traditional
classitoom and laboratory methods, and received the usual three
hours foreign language credit.

Both groups met three hours a week for a period of ten
‘weeks under their respective treatments. A pre-post battery of‘
cognitive and practical language tests, a personal orientation

inventory and an attitude toward foreign language learning
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inventory were administered to both groups independently. The
experimental group was tested in both languages; the comparison
group was tested only in the target language, eifher Spanish
or German.

Data on seven language variables and two affective
variables was subjected to analysis of covariance; pretest data
was used as covariate. The ensuing‘effects, obtained through
personal contact with the participants, were reported through
descriptive analysis.

| Results
Gain in Language Proficiency:

1. Counseling-learning vs traditional approach: In general,
test data indicate that both the experimental (CCL) and
comparison (TCC) groups showed gain in their respective language
focus. Significant.differenceé in gaiﬁ between groups were
fqﬁnd.as follows.

a) The cognitive area (reading comprehension and
knowledge of grammar) was measured by the Kansas First Year‘
German and Spanish Tests. A comparison between the German-focus
CCL and TCC groups indicates that bofh-groups performed equally
well in cognitive German language skills. As predictea, there
was no significant difference in gain between groups. For the
Spanish-focus groups, howevef, the CCL group showed greater gain
in Spanish usage and comprehension skills than the TCC group.

The difference was significant at the .05 level.
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b) The practical arca was measured by the Curran
Aural and Speaking Tests. As predicted, for each target language,
the experimeqtal group surpassed the comparison group in
‘ listeniﬁg and speaking skills. The difference_&as significant
at the .01 and .05 levels respectively. |

2. Assumption verified: The assumption that siﬁultaneous
learning of two contrasting languages is possible through the
'CCL approach was verified through a«compérison between the
German-focus and Spanish-focus CCL grouﬁs.

a) In German language skills, asipredicted, the German-
focus CCL group achieved greater gain than the Spanisthocus CCL
group in vocabulary, usage, reading comprehehsion and listening
and communication skills. The difference was significant at the
.05 level for vocabulary and at the .0l level for the remaining
skills. However, the Spanish;focus group also showed consistent
géin in all the German language skills tested. Iﬁ fact, in
German oral reaaing, this group surpassed the German-focus group
at the .05 level of significance._' |

b) In Spanish language skills, the Spanish—focus CCL
group achieved greater gain than the German-focus group in P
listening, usage and reading comprehension. The difference was
‘significant at the .01 level for the first two skills and at the
.05 level for the third. The German-foéus,CCL‘group[ on the

other hand, surpassed the Spanish-focus group in vocabulary
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(at the .01 level of significance) and oral reading'and
communication skills (at the .05 level of significance)..

3. In terms of motivation to work or study outside the
formal learning experience,'both the experimental and comparison
groups reportea é proportionate amounf of time spent in private
study, despite the.fact that no traditional assignments or tests
were requirea of the experimental group. The méan number of
hours was 3?.3 for the CCL group and 44.1 for the TCC group.
| ;; Affective Area’ }

1. Data for.the Personal Orientation Inventory indicates
that pre and posttest ﬁeans for both.experimental and comparison
groups fell in the no;mal‘range of self—actualizaﬁion. This
result was expected. Looking at individual scales, however,
the experimental group showed gain in the inner—airected.scale-

(significant at the .01 level), whereas thelEomparison group
‘showed a slight decrease. The CCL group also showed gain
“(significant at the .05 level) in three other subscaies:
existeﬁtiality, feeling reactivity and capacity for intimate
conﬁact. The TCC group, on the other hand, consistently showed
a decrease in almost all the scales, with the exception of gain
"in self—regafd.

2. As predicted, the results of the Attituae toward Foreign
Language Learning Inventory showed greater positive‘attitude

change for the experimental group. The ‘difference was significant

. - at the .05 ievel.
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While the differences in personal orientation and attitude
toward foreign langﬁage learning as reported may be due to a
number of factors (i.e., differences in age, maturity level,
level of academic achievement), it is plausible to.suggest that
the secure, peréoﬁal, non~stress producing athsphere and
psychological freedom made possible through the counseling-
learning approach facilitated the CCL group's growth in personal
awareness and interpersonal sensitivity.

Conclusions

The following qonclusions may be tentatively drawn from
_the data collected. External—validity of the findings may be
improved by replication of the stuay using different criteria
for selection of experimental and comparison groups ahd other
controls such as a larger sample and lonéer duration of the
treatment. ” |

1. A comparison between experimental and traditional
treatments indicates the counseling—leafning approach to foreign
language instrucfion is successful in bringing about significént
learning in the cognitive and praétical.areas.

2. The assumption that simultaneous'learning of two
contraéting languages is possible through the couhseling—leafning,
approach was verified by comparing language achievement for
bofh German-focus :;and Spanish-focus experimental groups.l It
may be inferred from tﬁe findingé that through self-investment,

- empathic listening and interpersonal coﬁmitment,‘the CCL groups
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learned one another's target language to a certain degree.

3. Both experimental and comparison groups reported'a
proportionate amount of time spent in private study, despite
thé fact that no pressure was applied to the CCL gfoup in terms
of traditional assignments and tests. This finding suggests
that increasingly as students make personal investment in the
learning experience, they tend to ﬁeed less external motivat%on
and assume jreater-résponsibility for their own, éelf-directéd
learning; :

4. The resnlts of the Personal Orientation Inventory
tentatively suggest that psychological openness in a learning
experience may reduce blocks that ingibit the process and
further growth in self-awareness and interpersonal sensitivity.

- Gain in general self—;egard, as measured by the POI, for both
groups also éuggests that increased proficiency in a foreign
languagé may result in increased-personélVaWareness. This
resul£ corroborates other findings repofted.

5. The results of fhe Attitude toward Foréign Langﬁage
Learning Inventory suggest that the counseling-learning approach
-seems to enhance é'positive.attifude toward the 1earning_of
foreign languaées. |

'6. Finally, the nature of the ensuigg activities reported
by the experimental group at the end of %he‘academic year

suggest that "constructive® learning had taken place.
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Recommendations

The findings reported seem to call for the following
recomrendations:

1. A replicatiqn of the study might be considered, extending
the duration of the exberience (i.e., twb, four or eight
sehestersf,in other languages (i.e., Japanese, Mandarin, Russian,
| Modern Greek) with different populations (i.e., first-year high
school students) and varying circumstances (i.e., singie or
simultaneous exposure to one, two or moré foreign languages), in
other éettings (i.e., setting where the language is predominantly
spoken). This study would cértainly include fhe teaching .of
English to speakers of other languages. |

2. Since the results of the present study seem to indicate
the potential feasibility of fhis approach, further exberiment—
ation migh; fbcus on one of the three aspects treated here
(i.e., counseling-learning relationship, use of muilti-sensory
eguipment and programming, and evaluative sessions). A study,
for example, might evaluate the use of the Chromacord(:j learning
laboratory with pfogrammed popular songs and cobrdinating
psychomotor activities (i.e., dancing) as related to language
learning. |

3. Another study might adapt the counseliﬁg-learning
approach to other areas (i.e.,'litérature classes, mathematics,

creative writing, civil government) at various levels (i.e.,
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elementéry, high school, college). The programming.wduld need
to be developed, but the prospect seems challenging.

4, Anofher‘sfudy might focus on the dynamics of foreign
language learning in the latter stages (IV and V) of the
counseling-learning model, where a subtle study of individual
and group reactions could shed some light on creative working
relationships. In such a case, it wouid be suggested that the
counselor(s) and faciiitator meet briefly after each session to
~géin a different'perspective. During the pfesent study, this
was done three times: at the begiﬁning, midway and toward the
eﬁd of the counseling—learning experience.

| 5. Finally, in view of the theory that increased proficiency
in a second language seems to enhance increased self-regard and
personél awaréness,—-as the present étudy also tentatively‘ |
suggests,--further investigation into the budding areas of
§ psycholinguistics and sociolinguistics is encouraged. For
example, é study of differences in the self-concept of the
moﬁblingual and bilingual Mexican-American might contribute to
a better understanding of this sector of our present plura;istic

society.
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Implications

In terms of the human pdtential moﬁement,‘what does
counseling~learning mean for the student? While this model
proposes to minimize the extérnal pressures for the student to
learn (i.e, grades, social rewards), the process does tend to
make him a mo:e.active determiner of the best ﬁéans to find
fulfillment in a learning experience. This demands greater
self—awareneés and sensitivity to others as well as éreater
alertness to the concebtual world about him.

What does counseling—learning mean for the teacher? The
model also implies a moré demanding but also more fulfilling
role for the teacher. This role may be facilitated, in a
prbfessional sense, by additional training andlexperience in
counseling, group process or related fields; andgin a personal
sense, through a realistic awareness of his own system 0f needs,
values and.motivational_structure in relating to others. While
the aqditional training may be an added burden initially, it is
‘the experimenter's conviction that this kind of real engagemenf
would contribute to his personal and professional growth.

What does. counseling-learning mean for the educative process
'in general? In the light of the maxim, "Il n'y a rien de

nouveau sul ciel," this view of the educative process is not
really new. The Eighteenth Century European concept of education
was to train the elite into the ways of courtly life and thus

create "ladies and gentlemen." A premium was placed on beihg
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"well-bred," "bien eleve," or "discreto." 1In a sense, then,
counseling-learning recalls this broader aspect of the Latin

verb "educare," which meant "to bring up and lead out," and
adds uniquely the democratic ideal of respect for and value of
each and every human persorn in his totality.

To conclude, then, more extensivé and intensive experience
is'necessary before broad generalizations can‘be.drawn as to |
‘the ultimate value of this approach. The results of the present
study encouragingly suggest that Wholé—pefsoh investment in an
acfual learning siﬁuation may be possible for both teacher and
students through the.counseling-learning approach. It is hoped
that the findings réported provide a basis upon which to
recommend a badly needed complementary approach to foreign
language instruction; and to encourage further research in the

development of counseling-learning theory based on implications

from various aspects of the human potential movement.
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The fpllpwing photographs illustrate some of the sessions.
Pictures 1 through 10 show one of the groups having a
conversation in Spanish. Picturé 3 shows the facilitator
recording the sentences to be later progfamﬁed onto the
half-inch transparency tape. While the language clients
receive help from the counselor, support frém all the membefs
is evident. Pictures 7 through 10 illustrate the effort,

- spontaneity and sense of accomplishment with which the

- language clients responded.
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Pictures 1l through' 20 illustrate an evaluétivc
session in which both German and Spanish were spoken. Here
the facilitator and counselors participate ‘as clients and
counselors at tﬁe same time: the Spanish counselor speaks,
German and the German counselor speaks.Spanish. This is what

Curran calls the “incarnate—redemptiﬁe process," which allows
clients to see the eXperts in their "frail" selves as clients

in another'languége. At the same time, this process encourages
the more advanced language clients fo speak as fluidly as
possible. English is used whenever translation is necessary.

Again, worthy of note are the close relationship

between .counselor and cliént, the effoft on behalf of the
language client, the attention of the group members, and the

counselor's obvious delight at the client's successful attempt

to complete a full German sentence on his own.
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pictures 21 through 32 illustrate the Chromacord
Learning Laboratory. -The overhead projector and Living Scroll
project the moving visuél tape (21-22). 1In this particular
case, two popular soﬁgs are being analyzed, "La dltimé noche"
and "Morgen.' Each member operates his learning lantern
through a control unit at his desk (24).. In picture 26 the
combination yellow-red indicates that "aquellos" is a mascﬁline
(red) adjective(yellow). The combination purple-green
indicates (30-32) "fenster" is a neuter noun being uséd in
the dative case. Ns the lanterns agree in color, the group
moveé on to the next phrase.

One of the main values of the Qhanacord apparati was
that it kept the experience_moving, "iiving." Since the
grammatical explanations were based on the content of the
visual tapes, neithef the counselors nor the facilitator
A were "tempted" to give long lectures on the subtleties of éhe
Spanish subjunctive or on the peculiar~loéatidn of the German
_verb. At the same time, the apparati prevented clients from

fixating on... those irregular verbs, for example.
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In a way, much like the counséliné structure facilitated
the flow of the foreign languages from counselor to client,
so did the Chromacord lab permit the flow of intellectual
aiscrimination through each member's psychosomatic
involveﬁent. The psychedellic effect énd immediate feedback
also offered the group the excitement of working as a team.
As can be.seen, the focus was on the screen and on each
others' performance on the lanterns. The grammatical
explanations were part of the background but did not take

away from the experience.
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( ) 6. e dicke

() q feie e Murlo,

(S 1 por e

() O oioun e

« N >t e Ia ealle Loy, i
« ) i WS G T 11, cuchilis
) I TNE ceM 1l teE 12. lann,
) los ias en ¢l deee 13, baindo de frenas
¢ ) 34 Ayer o't “opatola. 14, 1ago

( ) 15 La jonn 2 opnr jn eees 15. un

¢ ) 15 L ve 3 pajares *4'r hacix ol norte. 16, juyus

¢ ) 1, Deneo e v o de a.oua. 17, arboles
() 18 ‘Tommmos “*** 1 "- cufotevia, 16. neche

C ) 3%, 0.95 Compoitau 0 Tevenng seee 19, vueln

( )20 ¥ku c::m;;o Loy mucho; e 20, muy prnprano

Part XX
DIRECTIONS: Flace & (++) or (~-) in the parentle
before eich sintenent indioating wwhiotlier or 1ot it is cor
Evamypie: () £ Popocatépal es un veleln,

Ie t

() 21, Bl Titlenca cs ¢} laco més alto del mundo. () 27 Lou primeros habitzntes de México fueron Jos
() 22, Iienos Aires cs la canital e Celonbia, espanoles.
() 23 La Argeatine ticne una gran iadustrie ..('r‘colrx () 28 )1 Pertt, Chile y ¢l Beuador estdn en el Océano
() 24, el Bragl heoy oroudes civiindes. Alldantico.
() 25 Latino Amériva tlene snés'ae cien midliones de () 23, Fiinizisco I’"'.-.no Jconquistéd el et

habitamtes., } 30. Buenos Al {0 de Jdaneiro ¥ Caraces Eon
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33.
34,
35.
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38.
39.
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Caracas cs la capital de Venczucla. ’ ciudades mocxc*n. S.

Purt YIX
DIRECTIONS: Malching cuerclses. In the parenthcscs
before exch centenee i Columu 4, 3lace the mumbor cor-
I, responding to the comrect seitenee of Colunn 13 that hest
compleles the given statement, s in o general conversa-

ticn, ———a ,.. o A L

Colunin 4 : Column 33

. A i 1. Dos huevos con jamén.
iHola! ¢CGomo cotlis? 2. Ko, ful 21 cine anoche.

Bien, gracias, ¢Qué descas desayunar? 3. mm Dien, ¢y tn?

¢heseas tomar airo mfis? : P P B Anteresante, ee—
son las ocho de la maitana. ¢llstudlaste snozhe? .o *560 v tava~de café,
e rustd 1 pelicula? 6. dannit i, vamios L México en 1as vacaclons,
¢ rusio & 1'_ e . 7. 8i, It civdad es muy grande y tiche muchos edificios
¢Fs grandd I ciwdad de Mézico? interesan-es.
¢Viste la iplusin de Guadalupe? 8 Si, es una fglesia muy intercsante; también vi vistas de
Debe ser una Universidad rauy vieja, ¢verdad? ]LE‘Q }!"l“‘""{'.""'.d"‘“;m 4 muy antie ; Jttel

. . 9. Es unn Universid: antizue y fos
¢Viste también olras cosas Interesantes de la n.o,.l,,,.nn.:“mr (@ muy antizua, pero dos cditiclos son
cludnd? 10. &6, tambicn o en la polfoula olics cosas muy Intercsantes
Tencmos gue fr o México, ¢verdnd? de Ja cindad.

Copyright 1848, Kansas State Tcachers College, Emporia. Kansas
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GO Hueve 20 Hovld 30 Hoverd) anoche.

Yo [J. cuneré 2, comixs 3, comemoes) esia noche
on oCait.

[3. somos 2. hemes 3, exinmes] ahora

o c

o fLoson Ooes 5. somos] norlesmericanal
Este s o) primer u3o cue vo [ estudis
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cauntan 3. cauté]
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. ¢Como usted Ti. Luaade 2. se Buma 3. ¢s fu
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L1 Gustacaomi 20 Yo gusfur 3. Me gustan] las

frutas.
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no terminaré hasiy las nueve de la voche.

Yo [I. iré¢ 2, ivis 3. iremes] o caza més tarde.
losolvos [1. esindlasie 2. hewos esiudiedo

3. han estudiaco] mueho para el esamen de hoy,
A viviendo 3. esian vivientdo)
en esin ciudad desde el ano pasado.

{1, Yie estudingo 2. Bstudinrd 3. Bsiudid) mis
cl ano que viene.

Tacel VX

{o the correct word neecded

to complete {he sentence.

Examjle:
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1.
72,

-2
(2~

18,
80.

N T
L Yos 2.

S N ¥
-Ancche Hamé o [1) Lisuk 2.

(3) Las montanas son [1. alia 2. xltos 2. aitas],

La pianista es [1.-bucna 2. bueno 3. bucn.ﬂ.s].'
[1. Y 2 Lo 3 51 dlz-e5 de ficsta. -
Lstudio [3. Ian 20 ¢’ 3, hlunk) lzceelon cuatro.

2. blank & el] Eeiflora Gimen, Lcomo esth

usted? _ )

Las 3. Liank) nubes son grisas.
[1.Las 2. Kl 3. La) geografia es muy util,
2. El 3. Lu] pensar es de sablos.

; Ia 3. el] seiorita
Rosaco, :

Sus flores son [1. rojos ™ 2. rojas 3. rojal.

[1. Las 2. El 3, Loy] problema es dificil.
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In the nairnthzses before each senisnce .
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 evioltas, hijos Ge espafinies ¥ conafoles olles 1aienas,

car e 1 dadie B FRpnhn, ¢ a
@l aviaa o In W opart b
rion ¥ OPEratis gue infos s las cc

coniin
Nar C

1.a
l](:\'f;/f'} in

2

ante o femng do dos
asirodudny e Jas o
w2 Ina veeinng

nive cilos ol
distimtn de Ia ¢

Turidad Ltagies
des
e oves

poen:

S

Jépctios o
de/aue fer

ae

Este mido a2 los o
mnala Navd o estes puehios. a

congi

¢ ). pivay

Lmncriea,

Durinie Jes sizlos XVI ZIVID y XVIH hubo paz

en llurgsa,

Los eriollos uran considerados espansies ol jyual

Gue sUs prures,

1o Los muraiing consiriidas alrededor de las o de
costeras en Laodino Amdrica, se fabricaron pors
defenderlas G 1oa eselavos.

¢ ) 85 Tl nacion 1w cricllo naecid de Ia noceside
defenderse cohiira 1oz alngues de corsarigs ¥

. Tos piratas vy corsavios atacaban prineip:
cn el hiur Caribe. : ‘

1. Los castilios tc
¢ muches

luch:-u'(,-p por lno indepindencin de

¢ e

wrdan la endr
des lndnocmimericns:
truyeron Gerenderse de Xeon
S, Los covsarios v piratas col
ciudacies cut cong i
gobicrno ¥ una @ran
. Yos  ceriolloz  organizaton
para deienders?
) 80 Les
dependencin en el siglo JIVIL
I} LO8 GAUCLQ
La pampa es In Uerra del gaucho.  Extensiones ce
desdrtiens, deonde solo la hievha crece, son como. i
mares woariiles que se plerden en el horizonte sin &
ver un solo trbol .

Il paisaje recucrda mucho slrvunos lzarves de Krnsis
¥y de Toxaz, principalinente £l vemos la grau cen(idag d
ganzdo que pasia cn estas lanuras; poro la pampa ganz a
estos lugares -en extension v en goledad.

K1 grecho er el cowboy de las pambas v osu vida ¢s
yuy phrecide 2 Ja gue tuve el Ocste nortcamericano haca
un siglo, '

¥l gauvcho es el coseendlente dirvecln del conguis
espaiich: mventurero, fuerte, (rabajadsr v vatlente, 1

@

iedaz i2s
)

ondo un buot

wnieas
sl T Al

g
mdependicute gue ro admite oiro voder aue o de a0
Sus aymas son Jas boleaderas v oel lddlzo, €n 1
genertidmaonte armas de fuego. Con collas tlene tal nrecte
que loare enlazar una vaca corsiendo o un ave velnndo,
tirdndolos al suclo it causarles dano. o
Como en ¢l Oeste norteamericano, las modernas
mequinavias y la edificheidn ‘de grandes ciudades, ven
haciendo desparecer 2l gaucho a medida que la civilizacién
se¢ mele dentro de la pamnpa. :
( 61, En la pampi hay muchos 4rboles.
(¢ ) 92, ¥n la pampn hay mucho ganado.
¢ ) 83, Yos gruches viven en la pampa.
¢ ) 84. La boleadora y el ldtigo son las piincipales armas
del gaucho.,
) 66, Ya pampn ¢s nids grende que las llanurcs de
Xansas,
96. Los gauclios son cobhardes.
07. Los pauchos son muy Independientes.
98. Los pauechos van desaparcciendo por las guerras
: que tienen con sus veeinos.
Ba. Bl dnico poder que el gaucha admite es ¢l peder
de o fuerzo, :

~

—~N e~ o~
PN N
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~

) 100, La civiliziacion de I pampe, ¥ la cdifieacidn de

grandes ciudades estan haciendo desaparecer al
gaucho.
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() 6 Yenler:

' ( ) 12, Laden:

¢ ) 138, Bsel:

() Y omwisehen:
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B 00O e St

DIRKOTIONS: Plece I the parentd et {he Jeft the
number of the ond of the thien wrads Um{ rweans the same
as the world in bluch fuce type.

(2) Kiar: ),

Exampie: ciever. 2, clear, 3, cloudy.

C ) lomchmen; L nume, 20 sew, 3. Like,

C ) 2. Xepl: 1. bulton, 2. flower. 3. head,

¢ ) & woehin: ). healthy, 2. whither. 3. once.

() 4 fihient 1 further. 2. lead. 3. beg

( ) b l&r;rl;':: 1o g 20 mountain, 3. burning.

¢ ) 6. voelesan: 1. read aloud. 2. print, 3. offend.

( ) 1. sprechen: 1,

spocitded. 2 snerk, 5L see.

1. error. 2. ferler. 3. fellow.

C ) Somdide: 1 mooady. 2. tired. 3. musty,

,

tlaaben:
/

s.z-hén: 1. beautiful,

~~
~
—
o

1. run. 2. believe. 3. porch,

2. alrendyr. 3. elose.

1. load. 2. shop. 3. lonesome.

1. easel. 2. donley. 3. banquet.

() 14 Junge: 1. boy. 2 juice. 3.}'01:119,.

() 15, keriihint: 1. Lald., 2. rum. 3. famous.

{0 )16 enbweder: 1. uatil, 2. either. 3. aver,

1. ketween, -2, twisted. 3. twitter.

(¢ ) 18.\wald: 1. forest.

2._ wind, 3. weather.

. send away., 2. help. 3. treuslate,

C ) 20. Brief: 1. qucr. 2. brief. 3. soap.

() 21, verstehen: 1, imilate. 2. me'msf,(... T eghihi

¢ ) 22 Fenster: 1. fust rute. 2. dark. 3, window.

« ) k23. schweigen: 1. swagger. 2. be silent. 3. fish.

") 24 nenuen: ) naine. 2. nine. 3. joke.

(- ) 25 hedszen: L to be calied. 2. mnpear. 3. hot.

'y » VRO A e,
, e S e T

ALC e Grade e

C ) 26, suehien:  }, such.

C ) 20 Stk Lostick, 2, plete. 8. stump,

SO0 Freund: L friend. 2. ncize. s, five.

C ) 28 vufen: Y.call. 2 roush. 4. bark,

€ ) 30, Xreife: 1. cross: 2. carviage,

C ) 3. stiiveibon: 1. write. Z.cry. 3.

C ) 22 Aufpuber 1 upkeep. 2. boat.

() 53, Siein: 1. stone. 2. story. 2. seam.

¢ ) 8 Feller: 1. window, 2. piate, 3. \':ﬂl-:;\'.

() 3. sehlafen: 1) scare. 2.

-

shelier. 3, sleep.
PARY JL
Thore is o correct 4y Iatiow in Croup 11 1o
mateh in th woeach sanienca  Group 1. ¥ Be rum
ber of the correet (ransiation in the parent
sentence In Geoup T,

NINECITONS:

Greoup ¥
C ) a5 Wie geht s Thnen heuie?
( ) 37 .2itle, reichen 'S'z mir das Lrot.
() 3% Ubarsetzen Sie diese Sitze ins Enslische, e,
¢ ) 39. Wie viel Uhr ist ¢s?

( ) 40. Hast du das Spielzeuy 7nxbroc‘1‘:n
nichts.

Das macht

Group 1I

1. Welche Zeit Laben wir?

2. Wann wird der Schiffer diese Ieute liberselran?

3. Wie tefinden Sie sich hedte?

- e weprrmeee n.-m O e L e, gy X oerm— e

D Wollen .S ¢ mir, bitte, das Brot reichen?
5. Hast du das Spielzoug zemdrochen? Das schadet nichis.

- 6. Dic Reichen cssén auch gerne Brot.

Sie heute?—

‘_,n

3. Bille
bedeutcen,

9. Hahen Sie einc Uhr?

S 100 Mast du das Spiehieup serbrochen? Vir ‘moachen e3
t

Wiy [REEEA

Cupyright, 1944, by Eansuas Side

Tenchers College, banpona, ransas

Pt

sagen Sie anir auf. Englisch was diese Savze-
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4 T A Yen v ralnsYy e i gen Garic,
3. ron .
44 ThCMNY) Bledte Wind st hvesno,
18, Wrs (Qre jnnelon) GOy jinake L) - s,
40, Niehi einen 1o he jobhoras dew oo (ieken )
AT TR e, Wessor a8 clal Boot,
..... ok,
41, Drivnen (WY n o
48, Die Trau Gnoic der Oried v ko (U3 i
A0, K Gvenl) L veeh Tnuse S fOl
i oY J'. :
50, Dic Xl es Bamnes GIred e, i, f(-’.(' U?'u slevemend HOJU e trueg woainus Linn (-
. faiee.
SL ey dstaneby Muly 04 e d5b rol, Fin eriohier Girell
. " . . AN
5 T Gihal) adic Yensler U
A mechien “""“““
9 Toheb
03, OF0S8) e, €7 N2CH Jinuse el ) )
! bt aselic. o) aoc
o 54, Ioh Gans Tooling for) L., TICING 2O,
i . . se hefir,
bl ho, Jehr (ean goiug) L zur Soinle
B Jeh (e Ladin) e 2 seintic. sehlaren,
o o . . vollle o
56, Wir (38 cInd) i e das wuf Deuisenn?
.
ST Frits G5 aunydngd e 32 das Zihmuaer,
ne. Ve Gond . 1 2 sehnie. ) e
68, fm.)( cf) . . ¢in Buch ist das? hesl dic 3iass o
' , . o . denn du hest
S8 deh Qundersfand) .. dle Silze nickt, -
' . o uchemsl ford”
G0, Teh dantie Then (Jor 3L e -
¢ ) EL Albert P Vi den Vinld. |
61 Bitle, GOEYD) i, MY Cin Sthick Papicr.,  ( -) &2 Al ; suehien, h
(Polite forin) . () B3 roew) vurde und ging rnach Hause,
. () 84, Die rwel Fnaben suehien Nilsse,
(DG N DY) e, CIRED Bledstift? () 85, Paul wollie. idichhirnchien schicssen. |
S nE ; i " ) S
(rolife sonn) ' <) 856 Alsert sall einen Apfel vor ihm in dem Gras.
. : ¢ ) 87 Faul exh eine IJust unler efnen Baem,
63. 1linter don Blumen (slanda) reeneenne cine FPrau, - q : -
: ' : ¢ ) 88 1aul lef schnell und ed die Nusy auf,
64, (D3d you play)y cveevrrees. 1220 im Garten? C ) 8 Paul seater YO, sieh dort voir dir dle cw
Gamiitny form, ’ - ¢ ) 80, Aber! gab Paul dle Musz,
‘ . ¢ ) 61 Paw wagler “leh danke dly, Albert.”
G5, Der Sehnee 15h O0hIe) i i () 920 Alert wen: “Die Xusy gehory mairg ol habe sie

zierst fest
a3, Paul wadd Albert stritten sieh wm. die Nusa.
94, Gieorp ham vorbei.
a5, )or wav Hinger als Paul, . ‘

a5, ¥ sepler "Ich werde cuer Richior ceinl”

T 66, Das (smnlly . Mildehen st in der Schule,

G7. Dic Vézelein (e sbend) im Welde.

A~ o~~~
N~ e N S

S7. aul ved Sliert Beten George e mifoe entaehiciden
] wem die sy gehére. ; :
‘ 69. Mivde (found) ... cinen Vopci. () 88 Georg gab jedem Jungen el Stiiek von der Schale, d

. : : 89, Tren Xern der Nusy behielt Geerp fily sich, )
) 100. s war ein"lorichter Sireit., ’

68, TN (£C8) oo, €iDE Pedler,

—_~ o~
~

]: TC 0. Das Gras 56 0idbov) e Y0U NGCH Seeisz,
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_ Oral Rating Scale
v for xating proficiency in speaking and undexrstanding
' a forecign language :

Rating Instructions

. : Uy - ' .
On the attached angwer sheet please rate every item
for ecach speaker by circling the appropriate nunber (5,4,3,2,1,0)

under each heading. Please identify cach spealer consccutively

eas AT "R, OMC,Y and so on.  The following are the criteria to
. be used as a guide fox judgment: o

READING DIATOGUE ‘ DESCRIRNTION
5 Reads as a native 5 Responds as a native 5 Description worthy
‘spealer - speaxen - of a native srceaker
4 Seens to understand 4 Answers spontaneously 4 Uses clear sentences
content as evidenced using appropriate voca-~ with minimal errors
by clear proruncration bulary and sentence ~in pronunciation and
and smooth pace ~ structure _ structure '
3 Pronunciation is '’ 3 Adeqguate pronuncia- 3 Nearly correct
understandable but tion and partially N sentances
speech s halting; coryrect statements
seams to have only E -
vague idca of content
meaning
2 Many serious erros in- 2 Correct, simple - . 2 Uses minimum
pronunciation and does responscs - structure and can Jjus
not seem to understand . C . : be understood '
content r L _ -
N v ‘ 1 Tries but does not o
"1 Tries but pronuncia- understand guestion -1 Simple object
© tion is incomprehensible : ! identification
-0 No attempt ' 0 No attenpt -0 No attempt
1



Oral Rating Scale :
for rating proficicney in speaking and understanding

a foroign language - /12
T | 145
ANSWIIR SII]?,'ET_ '
~ Listenern: Lang: , ~ Date:
v HKER I'fEP-l READING DIALOGUE DIESCRIPTION SUBTOTAL TOTAL
# . (passage) ~ {guestions) - (picture) Rg "Dy Ds HX 95
1 543210 543210 543210
2 543210 543210 543210
3 543210 543210 543210
4 543210 543210 543210
|
5 543210 5432 1.0 543210 :
i
|
1 543210 543210 543210
' 2 543210 543210 543210 ‘
3 542210 543210 543210 ,
. |
4 543210 543210 543210 ;
|
e 5 543210 543210 54 3210 ]
] 543210 543210 543210
2 543210 543210 543210
3 543210 5 43210 543210
4 543210 543210 543210 ,
5 543210 543210 543210
1 543210 543210 543210
2 543210 543210 543210
3 543210 543210 543210
(. 4 543210 543210 543210
5 543210 5.43210 543210

e i oy
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: SEX M r AGE
NPT TUDE QUESTIONNAIRIE '

Plcasc read the following statcwents. Tf you agrce with a
particular statement, circle "YES"; if you disagrce, circle "NO";

if you are undecided, circle "?". Do not take too long in answering
any one item. Please give YOUR OWN opinion.

YIS ? NO 1. One should not attempt to speak a foreign
- - . language unless he does so perfecgtly.

YIS ? NO - 2. Proficiecncy in IEnglish makes foreign language
lcarnang unnecessary.

YES ?  NO 3. It is possible to become as proficient in a
foreign language as a native speaker.

YES - ? NO 4, It is necessary for all individuals to learn
' : a foreign language. :

CYES ?  NO 5. It is instructors who make foreign language
learning a dull task.

NO 6. Short courses like this can make individuals

YES 2
- - ~ " proficient in a foreign language.
YIS ? NO 7. Proficiency in a foreign language will
.eliminate “cultural shock" when dealing
. with native speakers.
YES ? NO 8. Proficiency in a foreign language means
automatic acceptance of a foreign culture.
YES ? NO 9. A foreign languagc shodld_be learned in its
_ - native cnvironment.
YES ? NO 10. One 1ntcrnatlona] language should replace all

thc Ianguagca in the world.
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