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Preface

v - - - —
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It seems appropriate as we.approach a new decade in education and
in foreign langudge teaéhing to pause for a moment to consider “For-
eign Language Instructionr in thg 1980s: Alternatives, Basics, and
Competeneies.” - o
What are the alternatives in foreign language teaching? Options
for choice are many and varied, There are intensivé_language pro-
grams, specialized language courses for business and journalism, bi- ¢
lingual education programs, career education programs, courses’ on
exploring languages, and those which combine foreign languages with
other academic disciplines. Materials and methods are highly varied.
Methodology includes a counseling-learning method, a learning styles
approach, methods of personalizing and individualizing instruction,
the suggestive:accelerative learning and teaching method, various psy-
chological approaches to teaching, computer-assisted learning, and
travel-stady programs. We have developed foreign language programs
for preschoolers, elementary school children, junior and high school
puplls, the gifted, college students, and adults. Teaching and learnipg
aids include audiovisual materials, basic texts, games, cultural mate-
rials: of all types, music, puzzles, skits, and pronunciation aids.

What are the basics in foreign language instruction? This question
is raised by the current back-to-basics movement in education. How do
foreign languages fit into programs that emphasize narrowly defined
“basics”® What are basic courses? What-are basic course materials?
How does foreign language instruction cope with an increased empha-
sis on basic skills and competency, and at the same time attract suffi-
cient students to be economically feasible? Many foreign language
educators hope that the Mycently appointed Presidential Commission
on Foreign Language and International Studies will restate and pub-
licize the importance of forpign language study in America today.

What are the necessayy competencies in foreign language teach-
ing and learning? Thirty-efht states have already adopted some form
of competency tests. Is communicative competence in the target lan-

guage the goal of foreign language instruction? Are the skill areas of
: : . '
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listening,.sgeaking, reading, sad writing the basic ‘competencies in
foreign languages? How™ is compctency-based leaning applieable to
foreign languages? '
As foreign language instruction moves into the next decade, the
professfon must find answers to these questions. This volume and the
conference program it repi'esents are dedicated to approaching an-
swers to some of these questions. The alternatives have been developed
in;érms of programs, courses, m'ct‘bocis, materials, and audiences. The
challenge of the 1980s is to use the available alternatives to provide .
basic, as well as interesting and stimulating, foreign language imstruc-
tion that will produce students who possess the competencies in for-
eigh languages which they need to be productive, informed, and crea-
 tive citizens, . : |
“ Dianne Schobel - .

w1979 Program 'Ciz&irperso-n
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";Q/n{ one’s great surprise, dics@naries commonly define the adjective’ .
7 “basic” as “fundamentul” or “essential.” All fhree terms are relatively
clear.. Not so,Mowever, the coryeﬁaopding nothinal form found in the
. phrase “bagk-to-basics,” which is at once ambiguous and contains an
+ inherently Romantic element—a yearning for the beauty of supposed
simplicity and, by implication; a rejection of ‘current reality and *an
advocacy of a new one in its stead. \
Nearly everyone has some sort af notion about the meaning of the
phrase. Indeed, depending only on the perspective of the person con- -~
~ templating it, “back-to-basics” seems to have as many definitions-as
it does proponents. In the mind of the ayerage taxpayer, for example,
it d8ubtléss calls forth a desire fof fewer subjects to be taught and for
correspondingly reduced amounty of tax dollars to be pumped Into’an
educitional structure that has become terrilR: complex apd very nearly
incomprehensible. Traditional educators, reflecting the p(‘rcoived pub-
lic demand, regard the term as a trumpet call for the simplification of
~the eurriculums renewed stress on the so-called three Rs, and elim-
- ination of the frills, ér nonessentials, from the educational process.
An environmentalist would interpret “hack-to-basics™ as omphusizlng
+ Americans’ need to appreciate and stop destroving the beauty of the
natural world so that ft is available [ Xuture generations as it was for
thoseavho procvdoﬂ us on the plantt, ‘
One feels reasonably safe i asserting that the pedagogical and
corricular implications of the “hack-to-basies™ movement are not yet

' S -
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clear to foreign Tanguffge educators. Some see {and not without j;lsti'!’
flcation) in the term an inherent danger that the profession will meta,
morphose dnto some-type of ruging,  word-spitting demon which’ will
+ attempt unthinkingly to teach the “students of tomorrow with* the
methods and the curriculum of, yesterday~and fall thereby ever deepel
into the abyss of the for gotten Yelics of the edugationdl ploc'ess. .
Othq;s reégard “back-to-basics” as an opporturiity to move away
from the innoyative (and, at times, somewhat suspect) approaches to
teaching f01’e1gn Janguages which have d minated. our publications
and professional meeings since’the beginning of the Great Decline of
 the ‘past detade, Stated differently, these ®ucators see a cha%‘-
. shift the focus of- foreign language teaching methods. from the- par™ |
ll‘)hel\’ of .the. d)sc:plme Back to tite funnistid nature of the subject
matter <itselfi? As Schulz (1978, p- 648) pomts 1t, we have “individ-
ualized, himanizéd, pestl'l’lh/ed mediated, pvo famimed, team- taught :
groupe intex dlscxphnmed clarified values, F elecl or e'ltmty, devel-
oped mit —comses and discussed old and new methodologles ad in-
«findtum,” . . ‘
No matter how, the various segments of the profession interpret
‘the term, nearly all regard “back-to-basies™ as a major oppottunity to
.restore the studv of foreign languages to a"central position in the cur-
riculum «of schools and univetsities. Invariably, the more insightful
among us refer to a move forwatd-to-basics, and-hopc that the pro-
fession will unify to meet the back-to-basics thrust with a strong, re-
organized, relevant program,dased not on what has gone past, but on
what will answer future needs of the students who today are in school.™
The essays presented in Teaching the Busics in the Foreign Lan-,
guage Classroom: Options and Strategles are a representative sampling
of pape:s and workshops given at the 1979 Central States Conference.
Linked by the conference theme itself, “Foreign Language Instruction
“ifi the 1980s: Alternatives, Basics, Competencies,” 'Bll address in s&;‘ne
manner the “basics” as peuelvcd by the editors of this book; namely,
selected fundamental aspects of teaching and learning foreign lan-
guages today. While by no means a definition, this concept includes
*options and strategics pertainjng to* curriculum, teaching mdthods,
learning styles, the profession itself, and a search for signjficant mean-
ing ip what we do.

1
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Frank Grittner argues convincingly in the first chapter that ouf
present curriculum ui}d methods do not caiitribide to the \Vqﬂabﬂhl&**_
of those students “iwho will spend most_of their lives in the next cen- -
tury,” He. contends that the meaning of basics will be found in “md
proved literacy in all the vetbal skills, improved understahding of the -
sciences, arte, mathematics, and social‘sttrndie;arcus. oo .-

t KR— N . . e . ’ s .

. The combination of imggination, energy, and a teacher’y, desire .
" for stutlents ta tpmprehend provides a clear key to imparting foreign’ =
-‘lamgd-.ﬁgo skills in Jea® Hughes™ classroom. Her himorous contribution, - *

* describes a simulated experience designed to motivate studerits to .
master Basic clements of vocabulary, structurcx.pronfmeiat’ion, and, , ~

grammar, * :‘ ' ’ . b

' Motivational factors are alshat the core of the chapters by Pamela ;

* Nyershand Kay U, Herr, The former presents coneretesevidence thiat, o
weH-tat ght clementary classes will do much to end the attriﬁbﬁ rate *’ !
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so often lamented Dy foreign language teachery; the latter provides *
insights into a totally positive approach to tedthing {especially) vo-. |
eabulary, one ‘which reportedly enables students to master ahd retaln 2
vast quantities of new words within a lwie‘pv’rjod of time. . J
Both time and motivation play major roles in W. Lee Nahrgang’s -4

essay. He favors utilizing intensive courses to impart a fundamental
knowledge of a foreign language to beginning stucdlents-and ,advocates
the effective use of sereening procvam'vs to discourage those who'ate -
po‘rcca\{c'l to have a low aptitude for lainguage learning: ,

. In Chapter6, Laura Brimm, Diang Bucher, Renee Chi, and Kathy
Strong describe a strategy for providing lidsic foreign language in-
sthuction to exceptional students, Their course seeks to develop speak- |
ing, reading, aud writing skills in those students often ignored by the
educatioual process. »
"+ Expansion of the harizons of foreign knguage teachets and their
colleagnes in other disciplinessand of the nature of the curriculum ft-
self is at the heart of the chapter by Gale Cronse, Krin Gabbard, Leanne’
Wierengay and 1. L. Schrader. They indicate Jogical connections and
grounds, for integration of foreign language studies with business, mu- - .

" sic, filnn, and interdiseiplinary learning in general, |

Anne Nerenz reminds us that foreign language teachers “should

>

® | . .
not wander too mueh why many of* their students do not master a.
- - 4
.’ I
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" bastc skill; that is¢ camnot ¢peak the tdrget language. A possible ground,
Nerenz asserts, lics in the, results “advaneed by her.research: to the -
cletriinent’df the students,"teachers themselves tend to spend too moch
class time talking, dnd in Lnglish at that! In her own words, “teachers
v, spend more time practicing [fundamental language skills] than do’
students.”” , ’ S ,
While Nerenz points out that teachers evidently regard grammar
asthe lllel"iPnpm‘l'ilﬁt aspeet of language learning, -J atira Heilenman
D .l’iﬁhents_sucll an emphz}sis. ;&Iustery of grammar ledds to initial
. success, she notes, but it does not teach students to use the language
stadlied any more than learning about cooking makes qne a master chef,
. .Bbth M« Jane Greenewald and Alice Omaggio are concerned with
" enhancing the developmént v stuelents’ reading skills Jn the target
languagey While Greencwald argues that reading must be taught ac-~
tively i the foreign language clasgroom, Omaggio reports results of o
her reseifrch on the impact of visuals on comprolwnsiont' , : '
: ‘The final chapter of the hook stresses, ai)pmpriate]y enough, the
vilues of written ‘translation for intermediate students. The authors,
- Fritz Koutg and Nile Vernon, report on a course developed at the Uni-
versily of Northern lowa. In the process they note that fractice in
\y‘@‘l‘f translation’ rejpiarces the reading skill and provides training
in sensjtivity, stvle. mading, and recognizing aspects Qf the target
culture which might otherwise be overlooked. g ‘
“Phe thrust ofeducation,” June Phillips wrote recently, “mnst Jook
"tq the future, and . . . recognize saeond kuguage acquisitionas a bridge
to individual growth and international cooperation.™ | In their own
way, all essays contained in this hook are dedicated to the acceptance

-

. andimplementation of pi'(-vis(-ly those points. : .

*» 'Notes . e

_ For an excellent disensgion of this particular attitude, see Albert Valdman, “Toward
_“Redefinition of the Basics in Yoraign Language Teaching,” Teaching v Tomorrow in
the Foreign Language Classroom, e, Reid E. Baker, (Skokie. 1L: Natiopal Testhook
Co., 1978), pp. 1-7: sec alsa thetclapter by Frank Gritier in the present volume.
See Redate A, Schwlz, “Back to the Basics in the Foreign Langnage Clissroomn?”
Forcign Language Awials, 1101978). pp. GA7-55. .

3. Beverly AL Enwall, “Respoding to Today's Tasne,” The Language Connectiok: From
the Classroom to the Warld, ¢, June Ko Phi lips. - ACTFL Foreign Language Educa-
tion Series. 9 (Skokie, Tz National ‘Festhook Co., 3)7’7). p. 145

. The Language Connection, p. 4. S '
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The term “futurism” as I-use it here relates to attempts within educa-

tion to establish a new discipline—a new way of coping with acceler-

»  ating change and' with theso-called “knowledge explosion.” My intent

., 1Is to use certain aspects of the futurist movement as a frameworx for

examining some of tie"problems facing the language teaching pro-

fession and to suggest witys of applying futurist thinking to the even-

tual solution of #Hose problems. In this chapter 1 hope to shed some

light on: (1) what futurism is; (2) what its applications are to the

. . development of foreign language curricula; and (3) some ways in

which tllis relates o basic edpcation in America. .

Obviously, a topic this broad necessitates omissions and over-

: simplifications. So, I hope the reader will hear with me on the items
| I have chosen to highlight.

Let me begin the definition of futurism with the suggestion that

“some form of future view is necessary in any modern civilization; as

Nictzsche.said, “the future lays down the faw today.” Where education

is concernedy the vollective futuristic pereeptivns of the people \l'\’ithh:i

"\ a culture tend to shape the direction of education for young people.

:: ‘Thus, for exampl®, the Dhelief in universal literacy is written into the

educational Jaws of all the fifty states. Yet, if we push back the cen-

Y tures we find that the European ancestofs of today's literacy advo-

§  cates had a vastly different image of future educational needs. Literacy

N

N

was seen as irrelevant future mental equipment to all but a fow seribes,
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v .
~ upper echelon prigsts: and certain selected members of the nobility.
- In fact, even subliterate apprenticeship training was lacking for most
people. - K
As conditions changed in society, however, a different perception
of the future emerged. And society’s future vigw of children was grad-
ually transformed from the idea that only a few would have the priv-
fleye to réad into a new reality that stated that all children had not
only the right but also the duty and responsibility to read. Through a
very complex process and for very pragmatic reasons, in nation after
nation, the people who controlled the power structure saw to it that
reading and other “basic” subjects were mandated by law. Since World
War 11, most of the developed nations of the world lave added a for-
dign language to their list of manda:ed subjects. That is, the future
- perception for children in those countries is that they will grow to
adulthood with some knowledge of a Janguage other than the mother
tongue, Unfortunately, as we “all know, that is not the situation in the
. United States. Also unfortunate is the past inability of the foreign
language profession to deal effectively with the problem.

That bring< us to an extremely important concept with regard to
how we view the futme, There is, [ am afraid, a strong current of de-
featism in the profession. This is related to the question of what fu-
turism isfnd what it is not. For one thing, it is not propheey. The be- 4
lief in prophecy implies that every small detail of the future s pre-
ordained. The prophet is one who somehow has aceess tg information
in advance of the event. Another kind of prophet is the pseudohistprian
who sees history as necessarily repeating itself. Such reasoning, for
example, is reflected in the idea that since foreign languages have had
up-and-down cycles in the past, one assumes that the cyeles will repeat
themselves inexorably into the future. A third vicww holds that the
future Is totally random, mindless, and beyond human control. As
Thomas Hardy expressed it in a poenmy: “How arrives it joy lies slain,/
And why unblooms the best hope ever sown®/ —Crass Casualty ob-
structs the suh and rain/And dicing time for gladness casts a -moan./
.. .I'These purblind Doomsters had as readily strown/ Blisses about my.
pilgrimage as pain.” With any of these views cither iiot_chance, an
omnipctent force, or a recurrent historical cycle s operating and a

~

leadership role thus becomes meaningless. :
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In the late 1950s and in the early 1960s, foreign languages re-
ceived a number of potential futuristic boosts. First, President Eisen-
hower’s National Defense Education Act saw foreign linguages as
nécessary tools for those future American citizens who would be con-
tending with hostile forces across the world. John Kennedy's “new
fronticr” then accepted foreign language lewning as a necessary part
of building a better future world throngh international leadership ac
tivities (the Peace Corps). The carly vears of Lyndon Johnson en-
compassed all of these and added 2 futuristic picture of a “great so-
ciety” which would pull together all the multilingﬂul,.multiethnic
groups in America into one large diverse family. And then came Viet
Nam. Some of the best minds from our best schools and universities
were inercasingly diverted to what was called a “war of attrition”4
which meant body counts as proof of success. And this led to search
and destroy missions in the jungles with teenagers in uniform bringing
back bags full of severed ears to validate their success; accountability
with a vengeance. Then we had riols across the country and in Chicago
during the Democrat Convention. Those upheavals led to the political
demise of Hubert Humphrey, who narrowly lost the clection of 1968

to Richard Nixon. After that came Watergate and the eventual resig-

nation of the president.

Somewhere in that whole sequence of events many students in
foreign language classes at all levels stopped responding to the ex-
“hortation to “shut up and keep reciting the dialogues and pattern skills.”
Indeed, in inercasing n:ambers those students even stopped showing
up +to hear the exhortation. So. the language profession found iteelf,
twenty vears after Sputnik, with half as many students. as had bheen
enrolled in 1968, At least in part, this attrition was due to young
people’s loss of a positive futare image of themselves. As one popular
song put it: "Yesterday is dead and gone./and tomorrow’s out of sight./
1 don't want to be alone./Help me make it through the night.” And
another stanza echoed: 1 don't care what's right or wrong /1 don’t

want to understand./ Let the devil take tomorrow,/ cause tonight need -

a friend.” The basic attitndes here are nihilism, nowism, and antf-
mntellectaalism, The more often students internalize and accept attl-
tudes of this kind, the less possible any serious edneation hecomes,
For, with no positive image of the future, one has nowhere to go.

. . .

Futurism and basic education/Grittner 3
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What about the teachers of such students? According to psycholo-

+ gists, & new.malady, similar to what was called “shell shock” in World

War I and “battle futigue” in World War I, has set in among many
American teacherr. It seems that students’ behavior begins to affect
that of teachers. Before long the teacher’s theme song is som@thing like
this: “I don’t care what’s good or bad,/I don’t care what parents say,/
let the devil take the basics,/help me make it through th? day.” This
situation soon becomes a vicious cittle. For as tedachers and other
people who ate operating education diminish their image of the future,

, ’ , .
" they communicate their attitude to the students, who then tend to

become even more demoralized. And@-/ we end up with our own kind
of pedagogical Viet Nam. The same dehumanized, technological pro-
cedures that failed in Viet Nam provide no better results in education.
To be sure, the ac’counta’bi‘li_ty measures of ecucational administrators
are different. Instead of caunting bodies or fragments of bodies, their

_ emphasis Is upon accountability in terms of those fragmentary meas-

ures of fossilized performance known as standardized tests. Sometimes

. the results are even ludicrous, One state now has a law which requires

that, in order to graduate from the twelfth grade, students have to
prove that they can perform at the ninth-grade level, What amazes me

is the number of people who sec nothing wrong with this. The basic .

problem with this kind of popular educational management system is
that it is oriented to the past behaviors of students rather than toward

“some future ideal, So called “needs assessments” are often nothing

more than a tabulation of ill-informed opinion defining some-medlocre

standard of past behavior. To wit: “To be considered a twelfth grader

you have to prove that 5’6{1 are a ninth grader.” The flaw here is that
it is improper to generate value judgments from statistical data,

To illustrate the point, suppose we took the empirical approach to
the nutritional needs of children. This might involve taking u random
sampling of parents and students to determine what they like to eat.
We might come up with a list of snch edibles as cake, cookles, steak,
strawberries, and so forth. Would anyone be silly enough to call that
a “nutritional needs assessment” and to establish a diet accordingly?
Obviously not, simply hecause the culinary whims of people expressed
in any kind of statistical sample wre irrelevant to the nutritional needs
of the human body. Hence, in a progl‘pmi. such as the school lunch ef-
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fort, we rely on expert opinion with respect to what the human body =

needs and we try to prepare the daily dict accordingly. In the case
of education, the basic question is: “What are the educational needs
of citizens who will be spending the majority of their lives in the
twenty-first century?” Given the direction of the world toward inter-
national economic interdependence, ‘it is difficult to sce how informed
educational opinion could omit foreign languages from the basic edu-
cational diet of future students. ' ‘

So, an important element of the futurist movement is not to ac- . .

cept either a backward-oriented or a determiuistic view of what is to
come, but rather to project toward alternative ideal future conditions.
Over a half-century ago, John Dewey advocated this approach when
he said, “What the best and wisest parents want for their own children,
that must be the community want lor all its children.” And two hun-
dred years ago the German philosopher Immanuel Kant saw the in- -
herent absurdity of basing education on current or past ‘data, In his .
words: ' ‘ '

... children ought to be educated, not for the present, but for a possibly

~improved condition of man in the futerre; that is, in a manner which {s
adapted to the idea of humanity and the whole destiny of man. This
principle is of great importances Parents asually educate their children ‘e,
merely in such'a manner that, however bad the world may be, they may -
adapt themselves to its present conditions. But they ought to give them
an education so much better than this, that a better condition of things
may thereby be bronght about in the future?

Clearly, Kant anticipated the futurist concept Jthat education itself °
must anticipate the future and thereby improve it. Or, as Joel Parker -

“said: “We must make preferably possible futures probable.” To do so, .

haowever, we will first have to overcome certain professional attitudinal
~problems. According to the futurists, we have long since passed the
point where minor adaptations of past basic cducational practices will
serve for students who must function in the future. Alvin Tofler points
out that we are now in the “super-industrial era,” an age in which the
future is rushing upon us like a “roaring current df change, a current
S0 pnworfnl today that it overturns institutions, shifts our values, and
shrivels our roots.™
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~ Much of the alienation of students and teachers relates to the
problem of “overchoice.” As one futurist ex‘pressed it, “there is so much
that could be taught that it is almost impassible to decide what should
be taught.™ In fact, one of the most common complaints from foreign
language teachers is that their textbooks are overcrowded with mate-
ral, In addition, teachers have been asked to deal with the® ethnic
heritage the bicencunial, the target culture, caveer edncation, and to
personalize, individualize and behavioralize their objectives. In view
" of-all this, how does the teacher choose what to add, what to delete,
what to study in depth, or what to tr(-at‘-supcrﬁciall_v? There are sev-
eral approaches, which Twill dea! with shortly, to solving this problem.
First, however, let me say a few words about certiin nonhumanistic
futurists who advocate a technology of human manipulation which
they frankly refer to us “humnan engineering.” The leading proponent
of this view is B. F. Skinner who, in Beyond Freedom and Dignity -
(New York: Knopf. [971), comes out flatly in favor of the deliberate
~ manipulation of people so that they will meet predetermined behav-
+joral specifications. ' : - :
In his behaviorist utopian novel, Walden 11, Skinn(-r%ms that,
in the future, education will have to “aBandon the technical limitations
which it has imposed upen itsell and step forth into a broader sphere
of human engincering.” (1t is both significant and ominous to me that
school administrators tend toward this Skinverian view.) 1 say it,
hecanse inhis famous hook, 1984, George Orwell dgreed with Skinner’s
vidw of the fntire that included a world controlled and manipulated
« by the process of human enginecring, However, milike Skinner, Orwell

views the infevitable onteome of human engiueering as a total dehu-
mul;izuti()lfuf evervone by an amoral, power-hungry group of con-
trolling burcaucrats (svimholized by “big brother™). And big hrother’s
behavioral objectives are strictly enforeed by an all [i()\\'(-l'flul central
Jparty. As one Orwellian controller expressed it "lf._\‘ou want a pleture
of the Future, imagine a boot stamping on human face—=forever.” )
" How does all this relate to the teaching of Tanguages? The answer
~ has to do with the Orwellian futuristic view in which language is gne
 of the chief human behaviors to e manipulated. In Orwells 1984,
“Newspeak™ is the official process whereby words will mean ouly what
the controller wishes them to mean at any given time. In this regard,
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a British journalist writing in the London Obsercer viewed the lan-

guage of the Watergate hearings as being a giant step in the direction
of Orwellian “Newspeak.” That journalist coined the word “water-
speak” fo refer to the way fn which Watergaté team members were
willing to depersonalize themselves and their actions, The rhetoric of
the Watergate hearings was full of mechanical metaphors such as “in-
put,” “output,” and “zero defect system.”

'Unethical, immoral, and criminal behaviors were also converted
to euphemistic rhetoric: a bribe became “a payment with increments
in the form of currency”; burglary was described as “surreptitious
entry”; an outright lie came out as “my statement is inoperative.” The
British journalist concluded his article by suggesting that “Waterspeak
seems to indicate how men in power can become conditioned by lan-
guage to regard themselves as part of a machine in which individual-
ism is, to borrow a word, inoperative,”®  ® B

As Lsee it, all of this has u great deal to do with foreign language
oducation and its role in the future. The signs of technological dehu-
manization are everywhere; the eviflence is abundant and obvious.
However, what should be equally obvious to teachers - of humanistic
subject matter is that second language learning offers one of the strong-
est walls of resistance against the kinds of linguistic manipulations
which are described ini the dystopimenovels. The study of language— '
a symbolic system which refers to a culture other than one's own—
is, T believe, the best way to hecome attufied to the relationship be-
tween symbol and meaning in the native fanguage, and thus to per-
ceive more clearly than would otherwise be possible the purposes of -
those who use langnage deceptively. Strong evidence points to positive
transfer from second language learning to many other areas. For ‘ex-
ample, the evidence suggests that second language learners do better
in all college academic arcas compared to students with no language
in their background, that they are more creative in a wide range of

areas, that they are more employable in nonlanguage jobs, and that -

they are more precise than their peers in their use of English. So, we
¢an casily relate lainguages to the recurrent “back-to-basics” movements.

The term “basies” needs some clarification here, Surely, we are
talking about results in terms of human performance rather than edu-
ational process or content. No one talks about “back-to-basic farming” -
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- with the intent of going back td scratching the ground with a stick and
throwing in seeds by hand, And'no one suggests that business should
eliminate the computer and return to the handwritten ledgers of Eb-
- eneezer Scrooge, thereby calling for “back-to-basic business.” Hope-
fully, “back-to-basic education” does not mean doubling or tripling
doses of the same kind of reading, writing, and arithmetic exercises
- that have been demotivating to pupils in the past. If the term “basics”
means anything at all, it must refer to such, things as improved literacy
in all the verbal skills, improved understariding of the sciences, arts,
mathematics, and social studies areas and improved ability of peopls
to function through ‘mastery of the-z intellectual abilities that-life in
the future will require. In short, the outcomes are important irrespéc-
. tive of the methotls or subject matter through which they are achieved.
+ In this regard, evidence strongly suggests that foreign language study
or bilingual education can contribute markedly to the better function-
ing of the individual in a society where heavy emphasis lies on effective
.oral und written communication, In this avea, ‘the positive effects of
foreign language study are unequivocal. ' '
Even a study conducted by the National Association of Secondary
School Principals supports the idea that languages and other academic
subjects contribute to Tmproved educational achievement. Concerning
SAT scores, ‘_tlle NASSP study notes: “Considerable evidence exists that.
" SAT examinees from schools with steady or rising scores take more
academic courses—in mathematics, foreign languages, English ‘and
physical science—than do examinees. in the schools with severe de-
creases in SAT scores. . . . The 34 schools selected for the study are -
scattered throughout the country, and were in both affluent and blue
collar communities. They ranged in size from fewer than 700 students
to more than 2,000."¢ This evidence suggests that what is needed to
Improve the basies is elitism of content with democratization of the
-student body. :
' However, T must admit that T feel a bit uneasy about this kind of
data as the only justification for the teaching of foreign languages. It's
true; language study does help improve English skills, But if we sto
there, we are—in effect—saying that foreign language study is a kind
of ‘medicine to treat ailing English departments, That is, we become
part of a clinical cducation model which assumes that students are In

2 '
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some way “sick’ and need to be remediated. English improvement
should he a by-pfoduct, not a goal; oft the foreign language program,
If we allow it to become a goal, it will inevitably distort the discipline,
However, the clinical model has the advantage at least o. assuming
that students are human beings and is, therefore, superios to the Skin-
nerian accountability model which implies that students are sope kind .-
of inhuman faw material to be processed according to beha'viorg spect-
fications, ' ’ '

- All of this raises the question of hcw we go about getting a better
model for educatign, one that is more nea'rly like the model for optl: @
mum human diet waich I mentioned earlier. In this regard it seenis ° '
clear to me that we must reject the oph}ion—po]lstexj mentality simply
because it is backward oriented. And, just as we would take the best
available body of informed opinion on the dietary needs of schiool
‘children, so we should also look for the best informed psychological
opinion fhat directs us toward optimum human development, In this

. regard, I favor the humanistic psychologists such as Abraham Maslow.
Maslow has identified five types of human needs.” I have summarized
them in priority order as follows: - o

a

e

1. PHYSIOLOGICAL NEED—includes everything that is re-
quired just ta stay alive (food, clothing, shelter and rest). .

9. NEED FOR-SAFETY—when individuals have moved beyond
mere survival needs, they then try to stabilize thelr environ-
ment, to make it secure for the future, to get a feeling of ability
to protect what they have. Until people have passed this need
level, it is difficult to get them interested in anything else.

3, SOCIAL NEED—once safety and survival are assured, people
next seek something larger than themselves; they want to be-
long, to share, to give and reccive friendship and love., This
third level transcends the popular rhetoric of certain books and
songs which tell us how to e “ercatively selfish” and “to take
care of number one.” That kind of thinking reflects the lower
need levels of survival and safety.

4. TIE EGO'S NEED—cven after people feel acéépted socialls',
they still want to feel good about themselves, to be self-con- .
fident, independent, and re,fspccted- by peers.

ot e e e Bt e b e S ai T i ki L U M eddie
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' 8. NEED FOR SELF-FULFILLMENT—people can be healthy,
safe, socially useful, and self-assured and still feel a strong lack
In effect, there is a need even beyond ego satisfaction that
Maslow calls the need for self-actualization. When all of the
more basic needs are satisfied, people still have a compelling, .
deeply intuitive desire to move toward realizing their full po-
tential as human beings. That “something better” is what many
poor parents want for their children because it was denied t8
them.when they were in school. Hardly anyone expresses it in
terms of “self-actualization,” of course, but that does not change'
the fact that the need exists,

3o i B eh? x Ay ea

My reason for introducing this material here is my strong belief
that second language learning, properly structured, can andgdoes con-
- tribute to the satisfaction of Maslow's top three nced categorfes. It
“ seems obvious to me that students who engage in even a limited de-
gree of cross-cultural communication in a second language have taken
a giant step in certain arcas of social devplopment. And ego-building =
Is experfenced by many students at the point when they suddenly
realize that they have learned to communicate even simple ideas and
feelings by means of a second Janguage. This phenomegnon® has surely
been observed by every foreign langnage teacher. (Our failure lies in
‘not communicating it to athers.) As for self-actualization, the potential
is certainly there; although, because it is a highly personal phenom-
“enon, it is hard to document. [owever, about one thing I feel no doubt
whatever: foreign language programs can help all American students
to meet these higher level needs by equipping them with insights, atti-
tudes, and learning sets which are not availablé throngh the study of
any other subject matter. Morcover, 1 think this Tact can be demon-
strated with existing data, , |
. In-view of all this let us examine a few disconcerting facts with
"respect to the future of our discipline: ) .
Fact one. As a professioh, we are climinating over three fourths
of all American young people from any significant contact with a
second Tanguage. ' | '
Fact two. A pupil vacuum is now moving through the grade
schools; 1t estimates from 20 to 30 pereent fewer students at the sec-
ondary and college levels in the next ten }'(‘ul's..(\\’e do pot need a
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. mathematical futurist to teli us where the p)'0fé§5i0ﬂ will be ten years
hence if, we and ouy accomplices in guidance, counseling, and admin-
istration persist in the kind of de facto elitism that places ever fewer
students into foreign language programs. ) - :

Fact three. All other developed nations of the world require their
young :people to have significant contact with a foreign"language at
some stage in the public school program. Only the United States=in -
violation of the international treaty called the “Helsinki Accords’—
has reneged on its agreement to increase the amount of study of other
languages and other cultures!

Fact four. American schools and colleges lack realistic expecta- .
tions given the time allotments aVailableto foreign language programs.
I realize that this assertion is more a value judgment than a document-
able fact. Yet, I know of many university people who pretend that
students are reading literature with understanding and appreciation
when those students have less'than minimal control of the foreign lan-
guage. Co to any campus bookstore and examine the used readers that
stidents have sold back to the proprietor. And what will you find?
English crib notes written over every third or fourth word. This is not
reading, Appreciation is not possible under such conditions. Yet the
charade continues on campus after campus. Meanwhile, envollments
continue to dwindle. . . :

In both high schols and colleges another kind of fantasy is often
being acted out. Some language teachers actually think they are cov-
ering the textbook. And, often they ave. The problem is that the stu-
dents are not. Ncst have dropped out mentally long before the last
chapter. When wilBwe learn that the process of racing through a vast
amount of Janguage materfal does not equate either with- lahguage
proficiency or with the maintenance of intellectual standards? Lf any-
thing, it leads to the rpposite vesult; that is, it leads to .what Howard
Nostrand called “planned purrotlmod,” the glib recitation, on cue, of
memorized matérial meither to express a single meaningful thought
nor to comprehend simple, spontancous (uestions relating to family,
friends, andk surroundings. Our texts and our cwrricula are simply too
full and leave time neither for creative applieation nor for humaufstic
appreciation. As a result, we are often left with the charade that mnind-
less repetitjon cquals fluency. In addition, we have teachers pretend-
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ing the 4Wencj~* exists in thgir students which they them- .
selves do not possess: I%fhenomenon the “perfection fantasy”— ~
the tendency to pretend that movice students and rn-native teachers
use the language flawlessly. Ii-oni;eMiis attitude inhibits the very
kind of practice needed to improve language skills. The spontaneous

" use of language produces etroys and hesitation, even in native speakers. -

» Yet if teachers’and beginning stuclents must pretend to be perfect, -
who will dare fo~de-part from the recitatipn of “safe,” prelearned ma-
terial? And who will dare to point out that many of our achievement
standards—like the emperor’s new clothes—dq not really exist? -

Well, enough about our problems. What about future solutions?

- In this vegard, there are some positive’signs such as the various national
Task Forces administerec! by the Modern Language Association.. I
mention them here because we hope that these Task Forces can exert

somt influence on the President’s Commission on Foreigh Language
and International Studies. We hope also that their activity"will eventu-
ally produce soine funding aimedl at reversing the current anti-foreign
language trends in the country. .

To conclude on a positive note, let me list a few suggestions con-
cerning what can be done to produce a positive future direction for
foreign language study in America—assuming we get the anticipated
support and leadership. - n

Solution ane. The profession should develop informational mate-
rials that reach school administrators, guidance counselors, parent
groups, school hoard organizations, and others who control educa-
tional policies and who muke f3cal decisions affecting foreign lan-
guages, These materials would éanfm,sizc the value of foreign lan-
guages to all students. The case can be made that lariguage has the
potential to ¥evelop linguistic insights, to improve lapguage skills, to *
enhance understanding of our modern multilingual world society and

- to increase the cmployubility'of the {Jadi\ri(lltatl, Therefore, in a demo-

~ cratic_soclety these skills should be made available o all citizens -

-+ through publicly financed education. However, the promotion of uni-

- versal multilingualism is pointless if we continue the same curricular

and Instructional procedures that have been eliminating students from
our programs by the tens of thousands. In fact, it would be false ad-

,~ vertising to do so” Not only do we need new curricula; we also need
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new apprdaches to the in-sepvice and preservice education of teachers.

Solution two. In view of the above, the profession should develop

and field-test mode] currimi]la that are designed to make foreign lan-"
guage study. accessible to all students in a form which maintains the
intéllectual tegrity of thef discipline. These cwrricula must be struc-

tured and paced to accon modate students with wide-ranging intel- .
fk}ectual and socioeconomic lackgrounds. Morcover, these models would

e ‘designed with an _eye ltoward the original meaning of the word
“educate”: “to call forth, ,lraw out, evoke.” Students would learn to
master and apply crga%‘ic?ly a more limited amount of material built
ardund basic linguistic gnd cultural concepts instead of being run
superficially through a vat and indigestible mass of language material.
This is one wav to cope with the “over chd¥ce” problyins oWhe future.

' %tioﬁ threes The ;i)rofession needs to identify presertice teacher
educa™tn pragrams thaf have achieved a reputation for excellence in
preparing foreign language teachers and then use their personnel for

{

. improving instruction ‘Z) existing 16cal school programs. Funding pri-

ority should be given to those people and agencies which can provide
evidenee that substantial numbers of their graduates are performing
well‘in junior and seyfior high schools nnder normal instructional con-
ditipns. From this process geople wonild be selected to develop model
preserciec. programs. which ‘would then be field-tested and made

¥ . . . ’ 3
available to other institutions as part of an expanding network of pro- .

gram improvement. _ "
Solution four. The profession should identify in various states
thasa individuals and ageneies whith anrently provide insercice edu-
cation to foreign fanguage teachers and'seek to strengthen and expand
their efforts. Funding priority wonld be given to agencies that can
reach the most peopler with the best programs al the least cost.. In-*
service programs wonld be designed to solve spectfic local problems.
Solution fice. The profession needs to develop evaluative tech-

“nignes that are more, realistic than those now available. Error analysls

techniquies conld, fof example. e exploited @ a constrnétive manner
to 110]1) stitdents (and teachers)take an honest louk at th(‘i'l' progress
in learning the new Linguage. This technique, along witl{ athers, could
tien be used to help dissipate the "perfection fantusy” and replace it

Cwith'a more*realistic, relaxed, and hmane approach to langnage ac-

. X .
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quisition. Virtually all second language learners -(even after decades
of practice) still make certain phonological, morphological, or syn-
| tagtical errors’ in somewhat predictable pattgrps. One pedagogical ap-
i | plication of error analysis is to.admit that errors are inevitable and that -
}z; > tlmeg' must, therefore, be identified and corrected. This approach could
' ' also be applied to the inservice and preservice components mentioned
!
§  thelr own 'pattems‘_olf'_ frror w'ith ,lan."c:v'é toward mintimizing them. 'To
J“ do otherwise is to encgurage a state of affairs in which flueticy means
. nothing more than making errorsat a faster rate of speed.
| That Is my brief listing of some necessary changes for the future,
| It would be easy to expand this list, if*spdce permitteda Thus, the
. temarks above should be viewed,as minimums, I'cannot see how we can
l : p_rojeét a future that does not include such things as democratizing the

,

above. Prospeggive and iffsérvice teachers could be taught to diagnose

I progtam, improving and updating teaclfer education, and cstablishing
. more realistic goals and currieula. The profilems mentioned carlier were
i i created by humsn actions; they can he solved by the same. >
Il Some may view all of this as visionary, But the fact is that it is \

11 .well within this natjon’s resources. It is simply a matter of yearranging
I national. educational priorities and reaching the people who control
éducatioﬁ. As u part of “hasic cducation,” let ‘us settle. for nothing less
than the goal of universal literagy in two or more languages. In plan-
ning the future of onr discipline, let us avoid being shackled by the

, gﬁst.-Let us,'iilstcad, heed the words of George. Bernard Shaws “Some‘a.
eople’ see things as they arc; and they ask “Why?" But I dream things
hat never w ure; and I ask “Why not? ™ So, let us set goals based upon
firm belief in uni\forsal;l{tl]tilinguulism and continue to ask: “Why not?”

.
-

iz ' . . -
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E Jean S.sHughes - - o
... Ordean Junior High School, Duluth, Minnesota 1
" : T - fi
“Madame, this stuff we’re learning is okay, but how do the French 1
really talk?” When a student asked me this question after we had been
working on a memorized dialogue, 1 knew what he megnt, Educational | |
,_ methods and theories popped into my mind. Make the material rele- )
d vant for the students. That is sound advice. : ,
E ‘How often have you experierfeeq] excitement when viewing a film- . -l
_ y
;

strip or a filmP You've been there. You ‘rehember the view from the
top of Chambord. You have seen the gendarme directing traffic, You -
have tasted the wine. You have seen a pdt’lssey:. You become dreamy-

* eyed and sentimental as you recount your expleriences to the students.
They listen courteously with a half-smile. Those among them who are
not-sorcuffious 6 ot hesitate to show boredem and (secretly) to ques-

+. " tion your mentality—wonderiig what's wroniyf'th you. What is wrong

with that? The flmstrips, the films, the pictugs, and the dialogues are
relevant to rSfou. But the students are still cofifused about the difference
;_betwcen' a pdtisserie and a boulangerie, and your stories have lttle

_ "‘personal meaning for them. Even so, teachers attempt to infest stu-

. ‘:)\ dents with their excitement through descrﬂ)tiolw of what they. them-

~~
.~ selveshave experiénced. Not possible—or at least very difficult!
¢ How can the material be made familiar, exciting, and relevant?
S One way is simulation. Fill the classroom with the sights and sounds
\,  of the sccond language, with realia. If a picture is worth a thousand
N, words, réalia are worth a thousand memorized dilogues. Bésides, the
. , . ! ) R a
' | () . o
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food unit is usually first sampled in lesson six apd the unit that treats
clothing is uncovered.only in lesson eleven. And what greater interests
clo most students have than food and clothing? - -
Desirable classtooms teem with activity involving both students
and teachers, but most especially with students doing: Participating in
activities sparks interest in any material, which then becomes relevant.
I work with eighth and ninth graders and have often wished I could
persuade parents to withhold the students’ vitamins and buy them for
me instead. But if parents adc{to the energy pléblem in my cla551 oom,
I have decided to 1pntahzc/ ofrit. I will keep the students moving.
The seed$ of my idea of simulated stor es lay dovmant and un-
tended for a long time. I don't have time,” I muttered whits -
crastinating, “I don't have yoom for all of that stuff,” I n wobled
- myself, “Where would I find it?” I wondered. “Where would . o
monev? And, as was custom, up went the tempting flannel foont e
tures and out came the dialogues. The pictures made us hungry and
the dialogues bored all of us. Oh, they were not all that bad. We did, -
aftdr all, learn some vocabulary and some structure. We,learned how
to say that we were hungry. But there had to be more! Bettar days and
lemm 'g were to come. . s o
Our Director of Curriculum solved my moncey problem, since he
pelsuadcd the Board of Education that many teachers have mnovative
ideas, but they gormally have neither the time nor the money to de-
velop them. Mongy wasallotted and? criterju set for the pr oposals No
more excuse to pr wrgstinate! 1 became one of the chosen—with $800
to spend! The mpfiey was the catalyst, for a long, scarching journey.
The cfuest b(‘&un in the toy sections of bdth storcs and mail-order
atalogs. 1 had in mind miniature fond items andl doll clothing. 1, dis-
arded that, idea fast for two reasons: the variety, supply, and ¢ ‘veal”
look werg pitiful: 1 1("111/(‘(l/tlmt junior high students would: utterly
fe ]ecf them. So what now? / . : _

« ' Isent aletter to parents requesting ar llf'c al fruits and \(‘;_.,e tables
and discarded clothing, suitable for teenagers and thefr families. I got
Y pmmpplo and a red béret e in France!), That was it. So, 1
combed through specialty slmpsm\\n('l\ and furniture stores, and dec-
orator shops for plastic food—fake food—fulse food. My first finds were
Frult; there are moge phony fruits than veget: 1])1( 'Sy dl]dbl(‘ Our “store”
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now includes these items: oranges (one even has a soft spolled spot),

apples, bananas, pears, strawberries, raspberries, cherrigs, blackberries, .

grapes, plums, peaches (with fuzz!), lemons, and limes. And, natu-
rally, one pineapple. The best source for vegetables was the specialty
shops. In our classroom we buy and sell cucumbers, green and red
peppers, tomatoes, green onions, head lettuce, cabbage, squ'ash, green
beans, peas, and a very large mushroom. The mushroom, cucumbers,
and tomatoes look as if they have just been selected from the garden,

Our plastic fish, crab, muSS(;ls, and lobster came from the seafood
department-of a supermarket, Clam shells came from there, too, but
only after we devoured the clams. The escatgot shells are the leftovers
of a delicious restaurant meal. Variety stores furnish styrofoam and
plastic eggs, particularly at the Easter season. A can of white spray
paint transforms them into hens’ eggs. '

The “store” also contains sliced sausage, whole chickens, and
chicken legs. These came from the pet shelves of department stores.
(One caution: remove the whistles! They pull out easily. Can you
imagine thirty students with a chicken leg that whistles?) Somé of our
rolls also were. bought in the pet department. In our bakery, we have
croissants, brioches, and French bread—all purchased in the -super-
market. [ gave these dried items two coats of shellac, They preserve
well. ' " -

Living and working near the Canadian border has advantages
when one teaches French. Some items are available with bilingual la-
bels. Chokies and crackers are good examples. But, if a border is not
nearby, labels, wrappers, and flattened boses take little room in a
suitcase when, returning home from a trip. If vour language is not
Frvnch, make ufa quick substitution deill nd pxit into the slot Spanish,
German, Russian, Swahili, or whatever. Then start examining what

_vour particulur gcogrup'llic'ul arca might have to offer. Make a list of

items wanted hefore traveling to the country of the language you teach,
Make a list of all-possibilities. For example, companies such as Libby
or Del M‘ontc‘cun he a good souree, )

« If you are a joiner, try a group that vields double henefits—food
and realia=like Cheeselovers’ International. From them, T get cheese
hoxes, labels, mustard, and pdté cans. Of course, we always eat the
contents. Some of these items can also be purchased at l(%ca] markets:

2.
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Dijon mustard, rbquefort cheese, and wine bottles with target language .
labels. Friends and colleagues will add to your inventory. The best

1

E - place to get authentic articles, however, is the target language country.
E Fill your purses and/orpockets whenever and wherever you shop,
tour, or eat. ' _

E | Sincé possibilities ar¢” endless, a constant search yields ideas, I .
. discovered that I had no need to buy lemows and limes since super-:
3 * market squeeze containers (which Jook like lemons or limes) are quite
i adequate. Imagination is the key. All of this variety means learning
|- about the specific shops that can be put to sound pedagogical use:
E bakeries, the fish market, the meat market, and the delicatessen. Stu-
g dents make up the food prices as they buy and scll, which offers prac-

tice in the ratio of American money to the second language money:.
Openly outlandish attempts at fixing prices sometimes provide humor.
Clothing available in our “shop™ came from Goodwill stores. The
bargains are tremendous; the prices are right: lojo! Some of the clothes
are new, or nearly so. I tried fo find items that would not “turn off”
my young students. Most of the items are for their age group, but a
few can be purchased for other family members or friends. The color
variety permits work on adjective agreement. The clothing is in French-
‘ stzes and priced in francs and centimes. _
_l Clothing for sale includes jackets, slacks, jeans, shirts, blouses, -
dresses, skirts, and sweaters. Men’s and women’s shoes can be pm‘?__'
. . chased. Various caps and hats are for sale. We have swimming sults,
: stockings, and socks. Other accessory items include scarves, gloves,
jewelry, ties, belts, sun glasses, and purses. ' o
Play money would be less worrisome and catr be purchased through
realia companies. But we use real franes and centimes. Notes, but not
coins, can be obtained at any Dank in the United States. So, fill your
suitcase with coins when vou come 1‘ ome {rom your trip! The students
do not actually have this money in heir possession. They choose the
right amount from our cashbox afte} it is handed to the salesperson.
How different to use the:money, rather than talk about it!

L4

Where to put and keop all of this? 1 bought four sets of shelves,
two of which are sturdy and heavy. ‘l‘ he sturdiest contain otir various
foods, grouped by wares. The others

. l . -
storing {tems not currently for sale. [also have larger cardboard-boges

t)‘"\
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that are used for storage when classes are not in session. They are of
the same design and color as two ardBoard wardrobes that dauble as
storage and sales racks for the-clothing. To these add two “fold-ltke-a-
suitcase” tables, most versatile as partial or full-scale sales counters.
An important hint: when buving for classroom use, a school district’
purchase order will insure that whatever vou buy is tax free,

*Students learn vocabulary and pronunciation through repetition
long before spelling is a concern. Basic expressions are learned after
vocabulary: 1" would like to buy ______: How much? How many
francs? What size? What color? A multitude of structured situations -
can provide the framework for buying. One shopping spree can be for
birthday gifts. Target language records and bhooks can be added to
the store as gift ideas for someone. The oceasion can he Mother’s Day,
Christmas, or any special date. One lesson focuses on colors and another
on adjectives like pretty, ugly. fresh. spoiled, expensive, Students add
voeabulary and idiomatic expressions with each subsequent buying
session, As they work in the store, they re€ognize what an actual shop-
ping trip would e Tike and are quite cager to add expressions, Con-
versations are expanded by cpgaging in small talk going to and from
the store. One of the biggest benefits is that one need not adhere to a
specific lesson or time line. The food and clothing can be worked with
6n any given day throughout the school year. They can be the main
focus of the hour or a supplement to reinforee some other aspect bf -
lesson. :

Cultural learning occurs without drilling. Students learn that one
must bring a bag to carey purchases. They experience respeet and po-
liteness by adding Madame, Mademoiselle. and Monsieur to merct,
bonjour, or au recoir. o . .

In the proposal. Linehided money for buving food Lo cat. We had
French hread and cheese in one session, candy during another, and
cookies in still another. When the students first Ty, Iam the clerk.
They gl'zltl.llalll)' hecome hotli customess and salespersons. But, [ con-
trol the eating sessions by acting as salesperson Are the students re-
Tuetant to buy on those days? You can bet vour francs, Marks, or pesc}s
that they are not? One of the wavs to a student’s mind is through the
stomach! The original grant money Tas heew spent. but we still have
the cating sessions by using mouey that we raise through such activi-

.
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ties as the Sale of foreign candy to the entire school. Quiet seat work -4
that needs doing anyway occupies thosé not buying, It is pleasant to a
eat cookies or cheese while struggling with yerbs! ‘ .
~ Related benefits are many. We have.a prop box for skits. Among
the contents are skates, telephones (phﬂd), and a doctor’s bag, But
J(my studentshave also enjoyed using the clothing to dress for 4 pat-

ticular eventor using it as the basis of a skit theme. They often cteate
a meal setting in a restaurant or in a home with the food. Kecently, __
one student used the red Déret for a stoplight. Any number enjoy using -
‘our prop dogleash with a lobster attached—a lobster-dog, if you will,
That which I have described is not just fun for fun’s sake, Re-
_ tention.of vocabulary and sentence structure is superidr‘to that which
results from"the previously memorized dialogues and vocabulary lists,
When we attend a weekend foreign language camp, we havé some
~expertise in buying at the kiosk before arriving at the camp. This
L. . .. knowlédge leads to a more successful weekend than would otherwise
o lbe possible. Students enjoy heing in a situation familiar to them and
“‘one which they can handle with success. :

I have never had a student enter my classroom with the question: ’
“Can we learn another dialogue today to say for the class?” But, I have
students enter with, “Can we buy in the stores again today? It's funl” o
Its fun because it's relevant. Meaningful language learning ex- |
. periences are the bottom line. , ' '
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One major reason for the decline in second language enrollments be-
tween second- and *hird-year high school levels could well be a mis- |
match between course content and student. expectations and goals at’
the second-year level. Moreover, the focus of the second-year textbook
is typically different from that for first year. This difference empha-
sizes the mismatch between contentand expectations, While first-year
texts often appear to cncourage students to use the new language in-.
situations to which tirey can relate, text materials for second year nor-
mally seek to widen their vocabulary and grammatical competence,
Teachers talk constantly about the amount of detail and vocabulary '
to be tanght and learned in short periods of time in the second-year
classroom. Thus, three of the clements necessary for learning, accord-
 ing to John Carroll's model, are present in less than ideal amounts in
second year: time, opportunity, and motivation.! Students may not be
prepared to go from théﬁst year in a language to the second year’s
' emphasis on details. This apparent gap betyeen student expectations
and course content could influence students’ decision»concerning en-
rollment for a third year of language study. _ -
~ Competencies that classroom teachers or textbook publishers think
students ought to-be able to achieve may not be possible within allo-
cated time. An introduction to basic skills in a second language in one
year is perhaps unrcalistic. A differently structured program is needed,
one based on curricular decisions that reflect student heeds, expecta-
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tions, and goals in second-language study. In 1971, the Couneil of
Euwrope established a committee of experts to consider, among other
topics, how to increase motivation for language lear ning and how best

to meet the diverse needs of learners? This group concluded (p. 48)
fhat, if curricular change is envisioned, “a certain amount.of quantita--
tive and qualitative informatidh about the language needs of [students]

. learning & modern language will be indispensable.” Consideration of
student needs is pmtxculm] y important at the second-year level of study
in junior and senior high school settings. ' :

Concerning. student expectations and inter ests, the need for fur- .

ther study is reiterated in Helen Warriner’s conclusions. Based on the
‘vesults of a state-wide survey of ‘students’ attitudes, she observes that
a most important factor in electing a ‘foreign language was the stu-
dents’ own interest; but, when later asked their reasons for dropping
or allmgafmelgn language, they said “loss of interest.™

Numerous Aftitude measures have been developed: Charles Han-
cock! and Gladys Lipton® describe such work, as well as efforts toward
developing and implementing goals and objectives, Working Com-
mittee I (1970 Northeast Conference on the Teaching of Foreign.Lan-

guages) recommends that questionnaire data from students might aid

teachers in documenting student expectations.® While attempts to pro-
duce such instruments have been moderately successful, difficulties in
scoring make them less than appropiiate for research purposes. o
The remuinder of of this paper will present the results of one re-
search study, the purpose of which was to identify and examine the
importance of factors that influence secondary school student decisions
to enroll in foreign language study beyond the sccond year. Consid-
eration was given to such factors as motivation: expectations; attitudes
toward other languages and other cultures; influence of family, peers,
and teachers; classroom activities; and future plans, as well as sex, age,

- and Janguage studied.

Motivation is Basic to Leaming ‘ .

Psychologists appe'u to agree that most human motives are leatned.”
Nelson and Jakobovits defined motivation as “a force or incentlve
within a person, th-t person’s needs, ideas, organic state, and emo-

te
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tions’ (p. 34). Motivation, for the purpose of this paper, is used to
mee. that force or incentive within a student which leads to action.

-Carroll (see note 1] presents a model that describes the degree
of learning as a funetion of the time actually spent in learning in rela-
tionship to the time needed for that purpose. o .

time actually spent> o

Dégree of learning =f <

tfin:ie needed

Time actually spent, according to Carroll, consists of three elements:

(1) the opportunity to learn; (2) the perseverance of the learnetrand-
(3) the Jearner’s aptitude. The numerator of this fraction is equal to .3

the.smallest of these three elements. The time needed to learn con- -
~ sists of two elements: the quality of the instruction and the ability of
‘the learner to understang this instruction. T
Within Carroll's model, some elements appear to be sybject to
the educator’s influence, while others are obviously not so clear. The
teacher may-organize’ class time in such a way as to provide "as much
opportunity to learn as possible, and she or he may systematically im-
prove the quality of instruction. The student comes to a learning situ- -
ation with a given amount of aptitude for learning that particular sub-
ject and with a given ability to understand the instructions presented. -
However, the element of perseverance may be influenced- by What the
teacher brings to the teaching situation as well as by what the learner
brings. - z . | - ‘
, Carroll defines perseverance as “the time the learner is willing to
spénd learning” (p. 728), and he suggests many aspects of motivation
within this element of perseverance: “to please the teacher, to please
* one’s parents or friends, to get good grades or other external rewards,
. to feed one’s self-csteem, to avoid disapproval ... (p. 729).
Robert Gardner, Wallace Lambert, and others contend that the
- distinction between “instrumental” and “integrative” motivation is at
the heart of a basic classification of students in second language
classes.? They hold that instrumental motlvation has a utilitarian na-
ture; students having this type of motivation to learn a second lan-
guage see its acquisition as a means to an end such as future employ-
ment. Integrative motication is described as social in nature, measur-
ing the students’ desire to enter the other culture.

?
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* Still other componenta of motlmt’ion mlght be consndored impor .
_ “tant to a par ticulsr student within a given situation: (1) classroom
R activities; (2) ihterest in reading in the target language’ (3) speaking -
in the, target language; (4) travel in countries using the target lan-
guage; (5) music from these countries; (8) carcer uposmbilitles' and

(7) the student’s interest in language learning for its own sake.

These féarner factors are.worthy of study. Can the influence of
each of them be identified? If so, the pos.sllnhty arises that the teacher
‘could arrange a learning situation that might engage the learners’ in-
terest and motivate them to remain emolled longer thaii they might
have dosc otherwise. Although Nelson and Jahubovits (p. 69) present
evidence indicating that “students’ negative attitudes may actually be
strengthencd not weukened, by being forced to learn unwanted as-
pects of Janguage.” Perhaps thic significance of their statement les n
the fact that the students were indeed “forced” to Jearn that which
they found “unwanted.” If the clements could be identified that in-
fluence students to “want” to studv what formerly they founa “un-
swWanted,” the classroom situation cou](l be modified to enhance this
desire to learn.

Students are Basic Soutces of Motxvatlm;ml Information

Teachers can generate a list of components of motivation, takmg
into consideration their own students and teaching settings, as well as
+ program goals and objectives. These teachers can then design an in-
strument to be administered to students in second language classes.
This instrument can collect data deser ihing factors influencing student
motivation in second language study and can verify the teachers” per-
ceptions of these factors. Thls process ylelds a separate-instrument for
cach classroom setting,

Some instruments have heen published concerning the collection
of motivational information in any secoud Janguage classroom. The
Forelgn Language Attitude Surcey (FLAS), developed by Mary Du-
Fort,” was intended for use as a combination of subscales megsurihg
influences of teacher, parent, prer, importance of foreign language in
the school curriculum, and intrinsic vs. instrumental motivation. This
30-item inventory seems too short to establish reliability for at least
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i - six subscales. Jakobovits’ Foreign Language. Attitude Questionnaire .
(FLAQ) used five categories for subscales within its 32 items, meas-
uring influences on choice of foreign language, interest in specific lan- "
guage skills, instructional process, and anomie. The problem with this
‘instrument is its inability to’sum across items in order to analyze stu- ;
dents’ responses (pp. 15-30). On the basis of the review of these and }1
other measurenient instruments available for data collection on student %
attitudes and motivation toward second language legrning, -1 decided
to constract an inventory, based on existing models, to test this instru- g
ment through a pilot study, and to use this new instrument in the ;
o %
i
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“ data collection for my study. .
| -The " Forelgn Language Enrollment Motivation Inventory
L © +  (FLEML) in its original form'® was written for the Foreign Language
i Unit of the Minnesota State Department of Education, Divislon of -
* Instruction, in 1973-74. It was used within the state to try “to find ,
. dut why students in Minnesota enroll in a foreign language class” * °
(p. 1). This questionnaire collected some background data on school
. dist.rict. number, language studied, and grade level (7-8, or 9-12). ,
.= The42 it_ems-7a]] fallow the introductory statement: "1 enrolled in this
* course because,” and each is to be answered yes or no by each re-. .
spondent. The items include apparent influence of requirements (high
school or college gradustion, college entrance) counselors, teachers,””
principals, parents; skills the student might have wanted to Jearn in |
; the language class (speaking, reading); and other,types of influence R
* on the students’ choices (peers, music, career, heritage, travel, sched-
' uling, interest in language learning for its own sake). An openlended
| item ended the inventory. All of the items are stated in a positive
f manner. ' :
z ' The FLEMI was expanded to include other influences on students
who enroll in second: languages, as well as to verify the reliability of
their responses.! The questionnzire was aimed at students of any
second language, with as many as eleven items referring to n given
influence on enrollment, thus allowing for a statistical measure of in-
: ternal consistency as well as an examinatimﬁ,{. the components of
| " motivation. The responses uvailable to the student wdte also expanded
for this study to include: yes, sort-of, not really, and no. Items were
. rewrltten to state some questions negatively and some positively in

2
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order to attempt to collect the least biased responsés Two_forms o?
the inventory were. devised. One was aimed at the students who
planned to continue second language study hy enrolling in third-year
level French, German, or Spanish (FLEML-C). The second form was.
aimed at those students who planned to discontinite study of their
curfent se?fnd language (FLEMI-NC). An cxamp]e of the parallel, .
' item formaf is as follows: . :

FLEMI-C: “I want to learn more of this languagé.:
FLEMI-NC: “I've learned all of the foreign l'mguuge 1w'mted to.”

Similar items are grouped to fmm subscales that describe student’
Interest, attitude, and motivation. The fifteen subscales show inflifences
on the students’ dlecision to continue language study from (1) FAM-
ILY heritage; (2 ) FATHER's interest in second-language study; (3)
MOTHER’s interest; (4) SIBLING's inteyest: (5) student INTEREST
in ]apguage ledring forifs own sake; (6) PEER influence; (7) school
. FACULTY, including teachers and administrators; (8) - the uctivities
within the Yecond language CLASSroom; (9) student interest in
SPEAKING the target Janguage; (10) student interest in: READING
the target language; (11) interest in MUSIC of the second culture;,
* (12) interest in TRAVEL in the second culture; (13) interest in
OTHERS (peoples and cultures); (14) influence of wqulrements by
educational institutions (EDRQMT); and (15) career go"lls a'nd fu-
. ture jobs (FUT]JOB). .

Cronbach’s Alpha was used as a measure of internal consistency
for each of the fifteen FLEMI-C/NC subscales, These 1e]mb1hlv esti-
mates per subscale range from .47 to .92 with a meédian of .80.

Results of Recent Study Using the FLEMI - C/NC

Population and Sample. The sample for this study consisted of all 400
junior and senior high school students in second-year level classes in a
Minnesota school district (nine classes in three senior hlghs and twelve
classes in four junior highs).'? Within this djstrict, students may elect
to continue language study beyond second-yeas level in each of three
languages: French, German; and Spanish. The third year of each of
these languages is taught only at the senior high schools; the ‘second
year is taught at both tho junior and the sehior high's¢hools.
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. Procedures. The questionnaire was administer‘éd-‘ at the close of the
school yem, after the students had regjstered for the following iyeal's
_ courses. Students were given f'orm C or NG on the basis of theix state-
ment that they hadi or, had not registeredfor the coritinuation of the -
language they were currently studying, The questionnaires were ma- -
chine sedred and computer analyzed. W ’ I
‘Results by Subscalé. The studentwesponses were ranked from 1 to 4: -
1= yes, that's like me; 2= sort of; 3 = not really; 4 = no, that's not | .3
like me, Thiss, student responses per sgbscale were considered positive
from 1.0-2.4 and negative from 2.5-3.0, "* T e .
Studests responded that the following categories were a positive
influence on their decisions regarding continuation of second'lapguage
study: CLASS, SPEAKING, MUSIC, OTHERS, INTEREST, FAC-*
3 ULTY, and PEER. They also_responded that the following did not- . ¢
. influence their decisions regarding second language study: FAMILY, +
FATHER, MOTHER, SIBLING, EDRQMT, and FUTJOB. Thus, stu-
dents seem to feel their own experiences with second language learn-
ing are more of an influence on their decision"to 'continue than the out-
~ .side influences of fgmily heritage, requirements; and career plans.
.. Re’pults by Continuation, Age, and Language Studied. When grouped |,
by continuatios, three subscales showed significant differences hetween
-~ continuing "anfl noncontinuing students. Those planning.to continue’ .
are apparently much. more influenced by the. categories of travel and ¢+ . !
speaking, while norrcontinuirlg students are more influenced by family
herttage. When grouped by age, two subscales showed significant dif- -
ferences betjveen juniorsand senior high school students. Senior high. ~
students reported much more influence of reading, while junfor high  ~
students reported much more influence of futuré job. Grouped by
. language stpdied, one subscale showed significant differences between
“.students sthdying F rench, German, and Spanish, German students
rep'oi'tcd much more influence . from the category of family heritage
than .did Fyench or Spanish students, Thus, these regroupings of stu-
"dents in the study by continuation, age, and language studied revealed |
some signfficant differencces on subscales of the FLEMI-C/NC.
Results by Factors. Factor analysis supported the combinationsof sub-
scales that appeared to result from stuclent responses. Factor 1, the
internal factor, includes: CLASS, SPEAKING, MUSIC, OTHERS, IN-
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TEREST and READING. Factor II, the external factor, includes the
subscales: FAMILY, FATHER, MOTHER, SIBLING, FACULTY,,
EDRQMT, and FUTJOB. The othei subscales are borderhine cases.”
Thus, t})is analysis of the data collected supports the contention that
students are influenced to continie second language study as much
.on the basis of theft own succelsful experiences in language classes
. (which they reveal as the meeting of their needs and e\pectatlons)
. ", as they are by external factors.
Summary and Conclusions. Because slgmﬁﬂant differences were found
in components of motivation influencing student decisions to continue
" second language study (age, language studied, and continuation) .
“teachers might consider these fadtors in developing class actlvitlcs and
. curricula, Since the FLEMI-C/NC appears to be an appropriate and .~
' efficient Tnsty ument for gathering data concer nmg these components, .
, teachers might survey classes and incorporate results into the format -
and the content of their instruction, .
The two factors resulting from combining the fifteen FLE\'II
¢ C/NC subscal®s present teachers with both the students’ decision-.
making dilemma, and the direction for action on the part of educators
¢ that might favorably influence student decisions. The internal factor
shows that language learning and language learning activities are seri-
ous considerations foy the student; the teacher has much control over
student experi¢nces and exposure in this category. The external factor.
. demonstrates that parents, faculty, future education; and career ‘are
.+ also serious considerations for thestuclent, The teacher has an obliga-
| tion to have someﬁfbsltl\e influence on parents, faculty, agd commu-
| nity, thereby encouraging a positive attitude towald‘:ontinuation of
+, second language study. |
| These two factors might also be mtcnpnctcd to support Gardner
and Lambert in thcn instrumental integrative dlchotomy, since the
subscale OTHERS s in the internal factor and the subscale FUT]OB
is external. They actuully go beyond merely labeling the student’s in-
teritiohs fox using the language. These factors present the complexity
of the student’s decision-muking process, as it occurs in U.S. secondary
schools in the 1970s. Pressures on students by family, faculty, future
education, and future occupation guide their cholce. Pressures on thelr
~ declsion from within themselves have been shaped by experfences
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within the sccond language classroom learning situation, The student
may have developed an igterest in language learning, in speaking,
reading,.and/ or'music of the target culture, and an cnjoyment of class
activities. If these internal- influences are positivé, they may carry as
‘much, if not more, \\{pigllt in the student’s decisiom as external forces.
If Secomasyear students who enjoyed first year enough to re-envoll feel
that their expectations in sccond year liave not been met, this factor -
may carry enough weight to negate even positive external forces:
Teachers, parents, and especially texthook writers must begin to
accept students at their level of langnage knowledge and use, Students 1
may need several years of dealing suceessfully with basic skills in the -+ .
Lnguage, and several years of activities oriented toward dealing with -
awhat. they know before “intermediaté”™ or” “advanced” class activities
are appropiiate fur, or desired by, the students. Surveving students’
needs and influnces on their deeisions to re-cnroll in second. language:
~tudy may make language learning more meaning{u! to students. A
knowledge of the factors: motivating students to continue second Jan-
guage study may Kentify arcas in which the teacher and the-curric-
ulum planner can influence changes Identification of re]ation’s’flif)s
amony iadent goals, age, language studicdyand desire to- continue in
sceand language programs is crucial to the development of curricula,
"vr]mps two or three vears of ij‘ltl'()(lllgti()lu, familiarization, variation,
and guided usein the second langnage, followed by two or three years
of additional practice in using this second kiguage, might lead the
student to.a stage of compateney in \\'E_n'ch the &etails of grammar be-
come relevant. Thus. an awareness of student motivation suggests some
direction for adjustiment in the cnrricaluih toward meeting student
expectations, and for steps to he taken inkeeping the students in second
language study bevond second vear. Above all else, however, one
might conjecture that the results of the 51113\‘('_\‘ indicate students them-
selves will keep torcig languages among the hasies in the school cur-
riculum if . they Tave positive Jeaning experiences in their initial

" classes.
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Despite varying approaches, updated texts, and increased teacher ef-
forts, teaching and learning forei(&n languages ofterr remain frustrating

. for all involved in these processes. A new pedagogy, “Suggestive-Ac-

celerative Learning and Teaching” (SALT) offers teacher and student

for the first time a possibility of lessening the frustrations involved in

teaching and learing. Utilizing techniques usually not seen in the
classroom of today, SALT is an gltcrnative methodology which, ad-
dresses itself to instruction of the basics in language learning and re-
sults in greater competency in all arcas than has heretofore béen
possible.

Georgi Lozanov, psychiatrist and Director of the Institute of Sug-
gestology in Sophia, Bulgaria. Based upon his understanding of t‘he

_ mind and experiénces as a physician and therapist, Lozanov developed
a theory of suggestology that, in turn, led to the development of sug-,

gcstopcdiu which, while most extensively applied to the study of for-
cign languages, is applicable to all disciplines, but particularly to those

based upon a foundation of memorized facts. Suggestion in this in- -

stance is not to be understood in vonjunction with altered states of
consciousness such as hypnosis. As put forth by Lozanov, suggestology
deals with the unconscions receptivity of every individual, while In a

3

. . . . , e, G
normally alert state of mind, to direct and indirect suggcstlonf

The American’ term for suggestopedia. SALT was developed by

o s i b e T et d A

o hd B sdd o sanalinn,




32 Teaching the Basics in the Foreign Langq}nage Classroom

The suggestopedic teuching of foreign languages began in Bul-
garia in.1965; reported resuits are astonishing.! Students learn an av-
erage of 80-100 words.in a class period of approximately three hours;
excellent short- and Jong-term retention rates ave claimed. This method
is not, however, merely an excreise in memory. Students actively use
the material in a manner rarely equaled in American language learning.

lowing premises: (1) that human learning and memory potential is far
greater than most realize; (2) that the mind functions within the be-
lief system it accepts as true; (3) that one learns best in a positive and

indirect suggestion, :

The validity of these premises is readily demonstrable in everyday
life. One need on]v think, for exanple, of the unconscious ease with
which an individual learns the words to a song considered engyuble

guage dialogues. vocabulary lists, spelling words, multiplication facts,
or scientific formulas and categories. The belief system of a child who
regards school as l)mlng or of students who believe they cannot learn
a foreign language, will produce nothing but nonlempmg unless their
belief system is altered. Advértising slogans and jingles become a per-
manent part of our memory without intellectual concentration upon
* them. Modern advertising techniques”are based upon exploitation of
our memory capabilities and our receptivity to suggegtion, Yet no
teaching method for the classroom has ever sought to exploit inten-
tionally these very human tendencies.

gies as affective edueation with its fuclination to give cach student in-
dividual attention and to appreciate his or her distinet qualities. Basic
to SALT is acceptance of the possibility of an increased human po-
tential and an intuitive outreacht to cach individual student. The SALT
‘method also has plucv for communicative competence (the goal of
the Bulgarian model), for values (dncalion exereises, for occasional
usage of audio-lingual techniques, and for activities to plomotc read-
ing and writing skills, .

Teachers would have to adapt SALT to their goals, programs, and
situations—as is the case with any method of instruction. Various levgls

A

-,

.
.
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relaxed state; and (4) that all persons are subject to both direct ,and

SALT includes aspecets of such ‘current American teaching strate-

- The suggestopedic method of instruction is based upon the fol-

as compared to the laborious learning of such things as foreign lan- -
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of adoption are possible. One could use it in both specially designed
. classes (an ideal that most would be unable to realize) as well as in
e the regular classroom. With or without total implementation, teachers
in every situation would benefit from the increased awareness of direct

P | ~and indirect suggestion, alertness to an increased human potential, and
.+ the encouragement of positive, relaxed student attitudes. All of these
are crucial to SALT methodology. If students learr more material than
they commonly do at present ( specifically \r'ocaf)ulury) easily and feel
comfortable in the classroom, all instructional goals can approach ac-
tual realization. A side benefit, the importance of which is not to be
underestimated, of SALT is increased self-csteem; for students enjoy
greater satisfaction when they learn more and better. than they have
before. Summarized in one sentence, SALT is dcsigncd to contribute

- to the creation of a positive and relaxed learning atmosphere; music
. and rhythm are used to aid memory, and direct and indirect sugges-

tions are understood und controlled. C

The Bulgarian model utilizes a three-hour class session and con-
sists of several compoients. Among them are a classroom specially
.  equipped with comfortable chairs, soft lighting, and pleasant visual
stimulation; the use of formalized relaxation techniques; direct sug-
gestion given to students that they will learn readily; teacher aware-
ness of indircet suggestions transmitted to the student; and, finally, a
concert phase with the recital of new material in a specialized fashion,
This last portion, togethet with relasation and other mental techniques,
is the most striking feature ol this method. A sqggvstopcdib.class is
divided into thrie portions: (1) the roview of learned mateiial; (2)
the introduction and explanation of new material; and (3) the concert’
phase. We have ample evidence that indicates SALT’s flexibility and
adaptability.?

Relixation exercises are rather commonly nsed in SALT method-
ologv. Some may find this an nnusnal procedure for the classroom, but
experience has shown such exercises valid in the learning conlest. Only
a short amount of time, pvrlmps,ﬁvv nminutes or even less, is spent on
such exercises initially, and this amonnt decreases as the class pro-
gresses. Students (uickly aceept the suggestion to relax and are very
soon able to do so themsclves. The initiation of ssuch an activity is to
be prefaced by an explanation of the purpose- that one learns best in
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a positive, relaxed state. One then draws examples from life ontside the
classroom te verify this statement. The excitement of re admg a good
baok, the thrill of finally learning to pump a swing, the ease of watch-
ing television, or the excitcment of pursuing a hobby might be men-
tioned as illustrations of intense learning when in a comfortable and
relaxed state of mind. Such remarks are intended to reestablish feel-
ings the ledrner experiepfeed at the time of such learning and are called
“early pleasant learning restimulation.” Mind-calminlg exercises may
also be used to contribute to the state of relaxation.® The teacher would
be well advised to do the physiegl excrcises, the directions for which

" could be taped, with the students. The teacher must also be convinced

of the validity of such excreises so that hc or she can enter into.them
\

totally. S

Rhythmical deep breathing was originally an important part of
the Bulgarian model and was practiced in order to increase the powers
of concentration on the intuitive lev el. To synchronize a deep breath-
ing pattern with the relaxation instructions and later with the music
In the concert stage requires that teacher and students work together.
Reportedly the stress of this aspect, which has not been demonstrated
to be erucial to suceess, is lessening in the Bulgariar application. The |
SALT method is still voung, encompasses the tota classroom, and is
still changing; one should not be disturbed by this state of Aux. Much
research needs to be done yet to determine those aspeets absolutely
necessary to the method. -

Though we have as vet no definitive instruments for measuring
teacher cHectiveness, thosc* who establish a positive 'ltmnsphele are
doubtless most successful. How else ean one explain the differing de-
grees of effectiveness of, for (:\mnplc, two teachers, one of whom is
very successful while the other is far less so, when each has the same
training and works in the same subject matter with the same texts in
the same school? A communication specialist has written: “The teach-
ers I remember most vividly related to me more in a positive than in
a negative wav. They caused me to feel I had powers. 1 identified with
them deeply, and I ascribe my eventual though late evolvement as a |
professor to my identification with them. I have cvolved into a teacher
who seldom fecls negative toward a student.™

r 2
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The teacher using the suggestopedic/ SALT method is to be aware
of and control both direct and indirect suggestion on several sugges-
tive planes. At the beginning of class, the direct suggestion that the
stadent will learn better ar.] more easily with these methods is stated '
by the teacher, This suggestion is to be repeated and reinforaed, keep-
ing in mind that all positive reinforcement must be genuine and sin-
ccre. The learner, however, is never led to believe lie or she will learn
without effort. |

Much indirect suggestion is conveyed by classroom decor or the
Jack thereof (as in most college und university classrooms!). Fortu-
nately, public elementary and secondary classrooms-are generally very

~ happy and cheery places and will contribnte positive indirect sugges-

tion to the learncr. Materials, too, furnish much indirect suggestion
and, for this reason, deserve close examination for such things as
stereotyping. :

A third and vitally important area of indirect suggestion is that
of nonverbal communication, which includes both voice and kinesics
(body language). Most teachers are not aware of the tremendous im-
pact body language can have. We may convey by our gestures and
other unconscious physical movements exactly the opposite of what
we sa‘\'h and think we wish to convey.

Those who might doubt the impact of nonverbal communication
are urged to try a simple experiment. When talking with an American,
keep moving closer to him or her—indeed, to a point less than one foot
away. A negative response will be provoked hecause one is trespassing
upon that person’s (nonverbally) established territorial boundaries.
Nonverbal suggestion can have an inestimable impnét on students and
their learning, for .. all of us are comfortable or uncomfortable in.a
relationship not as a consequence of what the other says to us about
us, but by the way he talks to-us. One does not walk into a room without
communicating something. and the thing he is commuyicating is his re-
sponse to his environment, himself, the place, and the persons prcst'nt."“

It is more important for a teacher to understand nonverbal com-
munication and its impact than to know how td score tests on a curve.
Our teacher training programs, by ignoting the nonverbal aspects of
communication, are failing those whom they train, Perfeet control of
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external methodologicill techniques and mastery of material will fail
to result in good teaching and effective learning on the part of most
. students if the teacher lacks either intuitive or critical understanding
of nonverbal communication. o

While the SALT teacher is constantly involved with both direct
and indirect suggestion, he or she is at the same time practicing “de-
suggestion.” According to Dr. Lozanov there are three impediments to
suggestion; they are logical, intuitive, and moral/ethical barriers, all
of which must be circumvented if the student is to be receptive to
suggestion. An example of the first would be the student’s conviction
based upon experience which has frozen him or her into a belief system
that he or she is a C student. The intuitive barrier has an emotional
foundation: “I can’t learn.a fomgn language, I'm too old.” Frequently
the logical and intuitive impediments overlap. The third barrier will
. _probably be encountered but seldom. However, where the predom-
inant ethic of a group or school is other than what is generally con-
sidered universally acceptable, it will be a factor,

The Bulgarian model, while establishing the teacher as a sensitive
figure of authority, stresses the usc of pseudo-identitics in language
instruction, maintaining that their application serves gs a shield against
making mistakes. This aspect may not be an-essential ingredient; how-
ever, students do enjoy such identitics. The students must be affec-
tively involved and engaged in “whole brain learning” actmtles that
stimulate both varbal and nonverbal spheres.

The three-part structure of the SALT class is, as mentioned befow,
+ the review of learned material, introduction and e ,lanation of new
material, and the concert sfage in which the material is to be com-
mitted to memory. The first portion will consist of activities designed
to attain the instructional goals and will include testing or written ex-
ercises. For the language teacher, communication activities would be
a part of this phase. Clagsic suggestopedia stresses role playing.

A number of activities and exercises have been designed to pro-
motc communication. Many of these also promote “whole brain learn- '
ing,” a concept which needs some clarification. The left side of the
brain is the verbal hemisphere. The nght hemlsphene all too seldom
involved in the instructional process, is the nonverbal half and proc-
esses music, movement, feelings, and intuition. This rather simiple ex-
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planation reveals why, many years after instruction has ceased, stu-

dents will remember the songs they learned in the language classroom

but not the dialogues or grammar facts they so laboriously sought to
master. Music, song, drama, and rhythm should be emploved often in
the suggestopedic classroom.

A fantasy trip can be a quick way to promote “whole brain learn-.
ing” by involving the student’s imagination. Before working, for ex- .

ample, with a new dialogue, the teacher could sﬁend a short amount
of time, perhaps three to. five minutes, and construct with wgrds and
well-practiced voice timbre and tone a visual image of the setting for
the dialogue. Such an activity can he conducted either in English or
the target language; depending upon the ‘level of the student. The
teacher’s imagination is the only limiting factor in designing a fantasy
trip. The following is an example of what one might do in the usually
dry arena of grammar. |

Please close vour eves. Keep them closed for as long as you are com-
fortable. Now imagine that you are u verb. What would it be like to be

~a verb? You would be very important. Without you no sentence could
exist. There would be no action—no loving, no hating, nothing. You
would be mobile. You woilld be moving around in yowr sentence. Some-
times you would be in the front. sometiines in the second position, and
at other times you would be at the very end. That would make life in- -
teresting for vou-since it is pleasant not to be in the same place all the
time. There would be consistency in your life as a verly for you nearly
always end in en. Occasionally you end in just n. but that adds a bit of |
variety to your life. Sometimes vou would be weak, and the sjgn of this
weakness is a f. In the simple past tense, the sign is a fe. In your past
participle vou start with a ge and end in a t. Always there is a ¢, for this
is the sign of vour weakness. But you can he strong. too. You would get
to change vour vowel or consonant, and sometimes even, you would be-
come a whole new word. like getting a new outfit. 1f you are strong, your
past participle, like vour relative, the we % verb, starts with ge but al-
ways ends in en If you were a verb, let’s hope you would realize that:
The life of a verb/Is not just a blurb./IUs very exciting/ And quite in-
viting./Sometimes weak, sometimes strong./ Always moving along,/A.
verb is exciting/ For speaking and writing,

The above served as an introduction to an explanation of the

T e
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verbal system in German. It consumed a very short amount of time, . .

immediately caught the attention ol everyone, and promoted a very
positive attitude and receptivity to the explanation thut followed.
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The explanation of new material is the sccond sequential portion
of the SALT language class. This would include perhaps the introduc-
tion of a new dialogue or narrative selection, an explanation of gram-
mar, words, or-pronunciation, and cultural information—whatever the
tencher considers important. Dialogues prepared purposefully for sug-
.ges'topedlc or SALT instruction would be 1 .1lhel long as one wishes an R
impacted vocabulary. In the Bulgarian model, this portion of the class
may-include an explicative reading of the d1.1]ogue with students pas-
sively following a written text. :

The third-phase, the concert stage, will not be implemented every
day within the American educational time frame. For this portion, the
sense of relaxation is reinforced either through very brief relaxation or
mind-calming exercises or simply the reminder that the students. are
to be relaxed. Music is then played while the teacher recites the ma- .
terial with first active and then passive student involvement.

Baroque music is recommended because ity scems. most suitable -
for feading or serious thinking. Pick a kind of relaxing mésic to which
students will respond well and with which the teacher can become o
dynamically involved. Whatever is chosen is to offer both slow and
fast movements and should provoke no words within the mind of the

~ student.

Active involvement of the students means they have visual stimuli
before them, most probably a printed text. Students are instructed to
form an-image for cach word as they hear it. They are told to imagine
the word or a situation for the word and that they will become more «
adept at doing this. Visual imagery is to be stressed as a proven aid.
to mnemonic abilities. The teacher, too. is advised to become involved
with the word or words, to project in his or her mind an image fm
the word.

The teacher then recites the material. The word or phrase is re-
cited three times—the first time in the target language in a normal tone
of voice; the second time, the English equivalent in a whisper; and
the third time in the language in a loud and aathoritative manner with
appropriate pauses hetween each word.

. Forthe passive phase of the concert stage, students have no visual
stimuli. They are told to concentrate on the music or the voice of the
teacher, Whl(‘l]C\' er they prefer. They are also reminded not to become
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. drowsy, but to stay alert and relaxed. The teacher again recites the
- material in a normal manner reflecting the desired intonation and ex- -
pression. The delivery is to he dynamic; the teacher is to be invplved
:with the material, music, and rhythm. .
= An’ experimental class using SALT methods was conducted at
* Colotado State University for three weeks during January of 1978. The
results of that class from both student and teacher viewpoints were
very exciting and encouraging to continued research, development, and
adaptation. The students, ‘all of swhom were adult volunteers, were
highly motivated. They were not able to devote extensive time’to study
outside of class, andl nearly one third were at or below the fifth per-
centile on the Modern Language Aptitude Test. Several had very nega-
tive attifufles about their ability to succeed in language study.”
\ In fourteen days the amount of lexical material presented (aboat
1800 words) was close to that of a full first-year college course of ten
cedits, The time spent was e(fual to approsimately six and one-half
wexks of a university course-meeting fifty minutes daily. All aspects
of SALT methodology were followed, although some’experimentation
took place with the material recited during the concert phiase. E.a"ch.
day students were given a combination recollection/recall test on the

On the thirtdenth day, the students were writing cinque poetry, a type
of poem,with\; preseribed construction of five lines. The final day was |
. a very enjovably éxperience with a “show and tell” activity, Student
reactions WOore, Wi qut exceeption, .positi\'c.

What these lanfguage learners were able to do after a short amount
of time was most impressive. SALT methods put forth an unusually:
large amount of miaterial quickly, and the students apparently learn it
hetter and more quickly than with other methods. Tlis means one can
lie engaged sooner in more enrjching activities, Difficult passages can
be read earlier, and communication activities will he more meaningful
because of the lyrger vocabulury hase. Nouns in particular are the.
easiest word group to memorize because of the case with which visual
images can be formed. According to one wrjter, *. .. the greatest in-
cidence of unfamiliar words in unclited foreign language texts is
nouns: some estifnates are as high as 90 percent.””A great deal of com-
munication can oceur just through nouns. '
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‘vocabulur)\\o\f the previous day. The class average was 74.1 percent,
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No ‘matter what the material or discipline, highel levels of in-
struction can be attained sooner and become more meaningful if the
factual foundation is acquired more quickly.

_ 'The method is being used by this author-for intermediate and
advanced ]anguage instruction with regular. classes, and results are
most encouraging, Because of scheduling difficylties, it was 1mpossible

~ to arrange an experimental design. However, student reactions have
been positive without exception, and the impression is that ‘consider-
‘ably more effective leam,mg has occurred. Vocabulary usage and com-
prehension is far richer than it wds before this method was employ ed. -
Because SALT is still very young, materials are not regdily avail-
“able. Consequent}y, one either has to adapt matenals or create them, -
The possibility of increased quantity of student fearning would make
.+ the éffort worthwhile. Since_ students learn more, the:téacher’s work:
load is increased, Whether one finds the suggestopedic/ SALT method
-of interest or not, it nonetheless sends out a strong message to every
teacher, demauding that we stand back and attempt to assess objec--
tively the atmosphere created in our classrooms. We send both con-
structive and destructive messages to students directly and indirectiy:
Not all teachers would be comfortable withan organized appr oach to
promoting relaxation, but this could be done iffa ver y small way. Much
, could.yet bo done to attack the problem of ahuieties and inhibitions
- to learning. . "y
. ¢ SALT is no educational panacea, The teacher using this method,
* or even some of its components, needs to be well informed about the
method and the theories behind it. No new educational “gimmick,”
SALT is a total approach to teaching and learning and also an attitude
refarding people. With or without our understanding, forces at work
in our classrooms can present problems in every teaching/learning sit-
uation, We may make the choice to understand such subtle forces, and
as educators our outreach can only be enriched if we seck to increase
OuL awareness.
Suggestive-Accelerative Learning and Teaching (SALT) methods
" hold the promise of bringing a new awareness ‘to both teachers and
students. These techniques provide an altermative method that can
tnerease control of the basics and improve competency.
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& Past and Current Practice, With
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The intensive approach to language teglchin.gélhe college level has’
~ received considerable attention in‘recent years—gnd, with very goed
reason, According to Theodore B. Kalivoda, “Evidence indicates that iny
tensive courses help some students learn a foreign Janguage. better, ...\ ..
There are’ undoubtedly studeas on both the high school and college\
levels who would benefit from intepsive instruction more than from \\

- traditionally scheduled foreign language classes.” In addition to fa-

, cilitating learning for some, the intensive approach also seems to stimu-
'+ late stutlent interest. Renate A. Schulz describes several intensive pro- -

grams that have had a positive effect on student enrollment.? Finally,

students who-have completed intensive programs often elect to eproll

in advanced language courses in exceptionally high percentages. David

_"P. Benler, for example, reports that of the first ?Séenty s@udents ;ﬁo

complete the undergraduate intensive, program iyl German.at Wash-
ington State University, fifty-one subsequently enrolled or jn_tend_ed to
" enroll in upper division German classes, with the majority of those de-

“ c]al"in or intending to declhre German as a second major.?
AN Btcause of the effectiveness of the intensive method in transmit-
‘ > ting lihg’uistic skills as well as in att;'actillgf‘reta‘ining students, it
N seems reasonable to assume that experime#fation with intensive pro-
) grarnsf in college and university curricula will continue. Intensive
‘ \,\Lk courses do not, however, represent the illusive cure-all for the illsaof
this céuntry’s language departments: the intensive approach is not"an
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unqualified success with every student. As Howard, Lamson reports,
concerning the ten-week intensive Spanish course at Earlham College,
the “largest single problem involved students who learn a langmage
slowly.” Students whq ave slow learnefs of haye low language aptitude
are at a definite disadvantage n the intonsi\a?q.'cqursc, although many
of them do acceptable, work. In listing someof the disadvantages of
intensjve courses for both students and teachers, Horst F. Richardson
states, “absences from class may be’of serjous consequence™ to the
student. Since absenteeism is avoidable in most-cases; Richardson is
referring essentially to a moti\'ationinf;problenl; and it does seem that
students who lack sufficient motivation to ilppl'\; themselves to’ their
studies oh a regular basis are even less’ sttcessful in such coug'seg‘than
if more traditional programs. . ST

-

. «Intensive courses are, thus, highly ‘promising options, but it ¢ap-.,

not be maintained that the, inteusive” approach represents the, Best

method of language learning for all students in all circumstances.” It |
. [

would, therefore, scem worthwhile to employ-some type of screening
procedure in order to detect, and discourage from enrolling, those
students whose poor learning ability or lagk df enthusiasm makes them

prime candidates for failure.® ) 4
As might be expected, a number of existing intensive programs do -

sereen pr()spccl.ivc students l‘)ﬂcfore enrollment. Surprisinglyg however,
many other successful programs do not employ specific devices for
selecting only the most promjsing students, and the conclusion might
be drawm that, in reality, prospettive students fur intensive couyses
need.not. be subjected to a selection process. In most programs that
have no prerequisites for enrollment, however, the gmu:ral population”

‘from }\'hi(‘h students are drawn is itself a seledt group, or a rather subtle

sereening process iscintrinsic to the design of the vourses and such
[actors are of cmisi.duraﬂ.)lv significance in determining what sereening
devices are 1host suitable for a specific program. or whether any ad-
ditional screening-is n(-'c‘(‘s'.ém'.\" atall, ' ' o

A number of this ('ountr.\'-'s maore prestigious colleges and univer-

.
. »

sities have relatively high admdssion standards and attract, for the most

part, students who mav be assumed ‘to have sufficient motivation and
learning ability to benefit From intensive instraction, The suecess of

the swell-known Dartmouth Intensive Language AModel,” for (-xamplc*,
- . N .
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x .: may well be based not only on the methodulogy employed and the

‘ enthusiasm of the instructors but also on the general quality of the
students attending that college.

. General university policies other than admission standards may
also dssist in promoting the success. of intensive programs. At Sonthern
[linois University at Edwardsville, for ommple students who have at
their disposal the luge blocks of free time vequired for Intensive
* French are primarilv these from the Deans College, “students’ who -
have indicated that thcy have the motivation and self-disciplirie nec-
essary for independent work [and] are not obliged to complete the
General Studies program.” When Colorado College introduced a mod- .
ular system of instruction in 1970, virtually all courses became inten-
sive. Students enrolling in intensive: German' are, therefore, familiar .
with the approach employed and may very well have enrolled at this
institution at least in part because they have a predilection for the
intensive method. In addition, at Colorado College “the greatest at-
traction in the sccond year is the . . . intermediate course,in Munich. -
From the middle of April to the end of May students, at minimal ad-
ditional cost, can participate in the classroom abroad program.™ As
John A. Wallace has pointed out, ti.> average student can make a great
“deal of progress in a language if he is motivated “by the immediacy of
the impending overseas experience. ' o

‘ This moti~ating factor probably played-a great role in the.initial
success of the intensive cight-wcek summer program in Spanish st
Oklahoma State Umwlslt\ which “was originally set up to accomino-
date the needs of technical personnel who were ‘soon to leave for
Spanish America.”!! Although those planning an immediate trip abroad
are now a miﬁority in the course, their presence and enthusiasm un-
doubtedly serve as stimulating influences on the remaining students.
The intensive program in Spanish at Earlham College consists of a
“ten-week, intensive-language course on campus and- a tea-week, cul-
Aural-immersion program in Mexico with continued intensive-language
study.”'2 Once, again, anticipation of a stay abroad is undoubtedly a - -
strong incentive duriing the introductory ten-week course, and more

than average initial motivation may be assumed for students who are

willing to expend the time, efforts, and funds necessary for study

abroad. .

L
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Other intensive programs would also seem to be attractive only
to students who are highly motivated. The summer course in German
for undergraduates at Washington State University, for example, is
intended for high school graduates who plan to begin their general
university studies at Washington State the following fall.?? Obviously,
those students who eleét to spend the summer between their high
school graduation and- their first long session at a university in a sum-
mer intensive language program, are more lunguage-oriented and mo-

tivated than most. E 1

AL

It appears, then, that some tform of scrée'ning is, indeed, an in-
tegral part of cxisting intensive programs—even those which employ
no formal devices for this purpns‘m»-uml practice docs conform with
the seemingly logical assumption that it is desirable to discourage the
enrollment of those who show little promise of success. Planning for

the introduction of new intensive programs or the revision of existing -

courses should, therefore, include provisions for appropriate screening
-pr()cc‘dm'es. :
. . [oa ™) . v . ]
Consideration should first he given to the schofastic ability and
motivational level of the prospective recruits, as determined by gen-
cral university standards or policies and by the design of the course.

In some cases further sereening will be tmecessary. Many colleges |

and universities, however, have a rather heterogencous student body
with varions grgul‘uli()m ol motivation and abilitv: and many intensive
programs cannol, for varions internal reasons, be designed in such a
way that thev promise to attract only students likely to succeed. This
is- especially true if Tanguage reguirements exist and the  intensive
course represents an upp(-;lling ()ptinn l'u_r students who have been un-
suceessful4n previous Jangnage conrses or whose antipathy to language
study is so strong that they have delayed completing the reguircment
as long as possible. At such institutions the cmnplovinent of some spe-

cific device to scereen students pri()r to their enrollment in intensive

courses is advisable.

Of course. no sereening progran ean suceeed if the number of
interested students does not considerably exeeed the ;mti('ip:ll(-d size
of the class. The first step in the selection process s, therefore, a vig-
orous publicity campaign. '

-

[y

P
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--~1f the course is intended for incoming freshmen, a successful pub-
licity campaign might include news releases sent to all state, regional,
and local newspapers; announcements in a regular or special college
publication sent to principals and high school counselors; descriptions’
published in the journal of the state association of foreign language
teachiers; and posters mailed to all foreign language teachers, in the
state or region. All of these publicity techniques are utilized for the
underg&aduaté.sqrpmer intensive program at Washington State Uni-
versity.¥ If students-are to be recruited from among those already
enrolled, information releases to student advisors, posters placed at
strategic locations on campus, articles in the student newspaper, and
announcements on the campus radio station are among possible means
of publicizing the course; but word-of-mouth advertising resulting
from enthusiastic descriptions of the cowrse hefore various student
groups, such as traditional language classes, may be most effective in
disseminating information concerning it. After the first year of the pro-
gram, it is especially effective to employ fovmer students as speakers.

Once suitable means for publicizing the course have been deter-
mined, consideration should be given to the second step in the se-
lection process, pre-enrollment screening. Selection of students on the
hasis of language aptitude or scholastic ability has a relatively long and
successful tradition. Such criteria were .emploved in the specialized
armed forces intensive language training program during World War
IL. The Navy Japanese Language School, for example, rejected seven
of each eight applicants, and Robert John Matthew asserts that the
“rigid selection of students before enrollment, of which every student
was aware, aided in the maintenance of high standards throughout the -
program and cut academic casualties in the school to a minimum.”
High standards for admission to intensive courses were also ‘character-
istic of at least some of the programs iatroduced at American colleges
and universities during and immediately after World War 11.1° In ad-
dition, objective tests measuring aptitude or ability are included in
the selection process for some of the more successful intensive courses:
today. For example, at Southern Illinois University at Edwardsville,
“the first criterion for admission to the Intensive French program.was
the composite ACT score of entering frcshmen™! and James A. Kilker
and Frank Gunderson state that “an adequate aptitude as evidenced
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by a minimum score of 86 points on the Modern Language Aptitude
Test™® was required for admission to the intensive French course at
Southern Illinois University at Carbondale. The latter two authors
were quite pleased with the reliability of that test and recommend even
higher standards, concluding that the “cutoff point (86) was probably
‘too low” (p. 853). Other objective criteria, such as grade point av-
“erage and SAT scores, might also be considered.
Despite the successful utilization of various objective measures of
- aptitude and scholastic achievement for screening purposes, however,
such procedutes are based on a rather traditional and elitist congept of
language learning which has come into question in recent years. In
keeping with"thd more democratic views of language education today,
Leon A. Jakobovits believes that slow learners may be quite successful
in intensive courses,’® and Theodore B. Kalivoda yccommends “that_
high school or college students intcrested in learning a foreign language
intensively should not be programmed out of taking the course be-
ause of low aptitude.”™ -
.There are, in fact, some reasons to accept the hypothesis that high
levels of aptitude or ability may, indeed, be unnecessary prerequisites
for enrollment in intensive programs at the college level. In comment-
ing on his experience as an instructor in the Army Specialized Training
Program in German, Professor Otto Springer of the University of .
Pennsylvania expressed the belief in 1944 that “a class of A.S.T.P.
srainees . . . was not much better or worse than the average class of
students at Pennsylvania.™' More recently, R. Baird Shuman has in-
dicated that language is learned fastest and most cffectively by stu-
dents enrolled in various military and civilian intensive language insti-
tutes, such as the Army Language School at Monterey, California, and
those conducted by the Peace Corps and the Forcign Service.?® He
- then points out “that many such people have been wenk, even failing,
Janguage students in the past” (p. 23). What enables individuals who
have been unsuceessful langnage students at one stugév of their de-
velopment to become snecessful later? Shuman concludes that high
- motivation is “probably the most significant single factor in operation
here." . _
" If high motivation is, indecd, of.such great significance in deter-
mining success or failure in intensive courses, it would seem logical to,
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include this factor as a criterion in the screening process. Some suc-
cessful intensive programs dosso. Students who wish: to enroll in in-
tensive French at Southern Illinois (Carbondale), for example, must
display high motivation during a personal interview, as well as scoring
86 or above on the Modern Language Aptitude Test.? Personal inter-
. views prior to registration are-also required at othey institutions, such
as the University of Texas (Arlington),” and it may be assumed that
students who display little motivation during these interviews are not
. encoufaged to enroll. '

Lees subjective means of determining motivation may also be
utilized. After the initial year of the p'rogram, for example, a student’s
classification might be a useful criterion in the screening process, It
might be assumed that upper level students who have previously ig-

nored the opportunity to enroll in an intensive course are less language :

oriented than those who envoll while at the lower level, and the hy-
pothesis that students who postpone language: courses until their senior
year may be poor prospects for intensive prograifis. was confirmed by
the experimental fifteen-week German program at North Texas State
University (NTSU )2 - : ' - ' .
In addition, questipnnaires measuring degree of positive attitude
toward the language might also assist in identifying those with less
incentive and, hence, less likely to succeed. Students entering the
" NTSU program were asked to indicate how much they expected to
enjoy it, on a scale of one (very much) to ten (very little ). Those who
completed the course successfully averaged 2.74. Those who did not,
averaged 5.14. Students were also asked to indicate how much German

.

they hoped to Jearn, on a scale of one (as much.as possible) to ten '

(a< little as s necessary for a passing grade). Those who completed
the program averaged 1.57. Those who did not, averaged 3.71.

Although objective criteria for measuring motivation, streh as those
mentioned above, might be employed in sclecting students, it is pos-
sible to organize an effective intensive program without denying any
student permission to participate. Simply Ly stressing the demanding
nature of the course, an cffective process of self-screening may be ini-
Hated. Apparently the only screening procedure employed for the suc-
cessful Intensive program in German at the University of Texas (Ar-

lington) was to “interview all potential students, informing them .of+

O
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the nature of the program, its goals, and their obligations to it,)¥" J
Gertrude Marti is impressed by the-concept of self-screening and re-
,! ports that, for intensive French at Southern Illinois (Edwardsville), |
- “a third, perhaps most important, factor in admissions was- stressing,
: in advance, the difficulty of the progvam. . . . Therefore, in intefview-

,. * - ing each applicant, the toughness of the course, its demanding nature,
;_ and the fact that ten hours of credit and grade would depend upon .
2 this one subject, all were emphasized” (p. 1147).

Self-screening was also employed with students expressing interest
in intensive German at North Texas State. They were told that inten-
sive German promised’ to produce better results than the traditional
sequence and that they were free to enroll, but they were also informed
~ that their chances of success would not be great if they felt that they
did not possess good learning ability ‘or were not sufficiently motivated
to make a total commitment in terms of regular preparation, attendance,
and participation. Since less than half of those who sought information
enrolled, and the great majority of those who did were successful,?® it
may be assumed that such self-screening effectively inhibits the en-
rollment of those less likely to succeed.

If'self-screening is the only means of selection that is employed,
preregistration is desirable in order to insure that all students who _
enroll have received the required counseling and understand its im- %
plications. In addition, some type of postenrollment screening is also
necessary. Even when given sound advice, some students overestimate

their abilities or motivation. Those who do must be made aware of this
fact as soon as possible. The pace that will be sustained throughout the
semester should be established on the very first day. At least one major
test should be completed, the results made known to students, and
individual counseling provided where needed before the deadline for
transferring to other courses. This procedure, which is useful with any
pre-enrollment screening method, is obviously beneficial to high-risk
students who may be unable to keep pace  -ith the elass and are,
therefore, in danger of wasting an entire semester. However, it is also
of considerable value to teachers, who can in this manner avoid a good
deal of potential criticism from students who are likely to be dissatis-
fied with the course. '

o
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3 Postemo]lment screening pmccduxes such as’ those mentioned
. above, are quite hclpfu] and represent the final step in a three- pmt
' screening process that seems advisable for most intensive ‘programs..-
The fivst step consists of a pubhuty campaign to arouse initial student'
inteyest; the second involves the employment of some device for pre-
enrollment sereening, which is quite worthwhile, unless the quality of
the institution’s general student body or the design of the program itself
insures that only those likely to succeed will enroll. ~
< “Among the many pre-enrollment screening methods that have
been discussed, one or a combination should be appropriate for any
* conceivable. intensive program at any college or university. Objective
measurements of aptitude or ability have proven to be useful in the
sclection pracess. In addition, objective means of determining enthu-
siasm or motivation may be utilized; and sub]vctnv assessments of
motivation are also valuable. : oo
Some method that eonsiders both ability, or 1pt1tude, and incen-
_tive, such as that employed at Southern Hlinois (Carbondale),? is, no
“doubt, superior to any that considers, either alone. Howove; since mo- .
tivation may well be thc critical factor in deter mmmg success or failure
in an intensive course, it would seem reasorable to utilize high moti-
vation as the major criterion for admission to the program, with ob-
jective measurements of aptitude or ability, unless they are e\:cep-
tionally low, being employed primarily as means of ldentlf\ ing thdse
who are likely to have the greatest dlﬁicn]t\' and, thm(‘fom requfre
the most attention, =,
- The best meaus of dlscmmq_,mg tho enrollment of the less promiq-
1ng among those who express interest may, however, inv olve a process
of self-screening in which students are ‘mformed of the demanding
nature of the program and allowed to determine for themselves whether
their own ability and motivation w ill suffice. Such a procedutie eljm- :
inates-the (ngn that a student with only average learning ability or
aptitude, but with snfﬁuont motivation to henefit from intensive in-
, struction, will he denied the opportunity to enroll. In addition, this  +
procedure is more compatible than others with today’s more demo-
cratic view of language learning, and it possesses the added adyy antage
of not creating the animosity that may resnlt if stndents are prohibited
from participating in a program they find attractive.

D
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Laura Brimm, Diane Bieber, Renee Chi, Kathy Strong
Millard Public Schools, Omaha, Nebraska :

In the past sixteen years, the Millard Public Schools have grown from
a district in which junior and senior high students shared a Single
building to one with two junior high schools (7th and 8th grades), a
Level I (9th and 10th grades), and a Level II high school (11th and
19th grades). As of October, 1978, total enrollment in the secondary

‘ schools was 4,455 and still rising. The Foreign Language Department,

established in 1962 with one )7ezir of Spanish, has grown with and
shared the resultant problems of the district. T |

The most recent problem concerned offering beginning foreign
languages to younger students—without conflicting with the philosophy
of the junior highs and without compromising our ‘already strong for-
eign language program. By the 1977-78 school year, the district offered
four years cach of French, German, and Spanish, beginning in the
ninth grade. In addition, with the oxéoption of band and reading stu-

‘dents, all eighth graders took a Language Survey Course. This year-

long class is divided into three sessions of twelve weeks, each devoted
to the study of the calture, the basic phonetic system, and>very sim--
ple voeabulary and expressions of a sp(-ciﬁ:c language. At the end of
their eighth-grade year, students have acquired a strong basic back-
ground in three important western cultures: they also have an under-
standing of which language they wish to study—if indeed they have
discovered through the course that they are interested at all. Since the
addition of Language Survey to the curriculum, we have had a lower
attrition rate and fewer students switching languages after the first
year of study.

Q.
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For several years parents and students had been telling us that
they would like to see Millard offer at least five years of foreign lan-
guages. A survey given in the spring of 1978 to all foreign lnguage
students proved this opinion to be that of the majority. The simple
solution to this logistical problem would have been to move the Lan-
guage Survey Cpurse to the seventh grade and to hegin language-study
in the eighth. However, because of the reading requirement in the
seventh grade and the philosophy that junior high studénts should not
specialize, this, solution was jmpossible. To drop Langudge Survey was
unthinkable. An overwhelming majovity of students, foreign language
teachers, and building administrators agreed that this ¢ourse was ex-
tremely igrr.lpm:ta t and effcclive. What, then, was the solution that
could be accepted\by all p»rties? .

Most of the students who had stated a desive for more levels of
fareign languages were successful in their language study. Muany were
academically talented. If we could devise a system to identify . the
gifted student and the student who was taJented in lat_nguage study,
we would have a plan that would aid the school distriet with its de-
velopment of a program for the education of the gifted. [t did not take -
long to discover that little work had been done in this wrea, but with
the help of Dr. Charles Speiker, Dircctor of Sccondary Education,
Millard Public Schools, and Dr. ‘Sidney Hahn, Associute Professor in
Secondary Education at the University of Nebraska at Lincoln, we
were able to develop an identification process.

Identitication of the Academically.
Talented Foreign Language Student

The California Achievement Test scotes of all seventh graders were
screcned. Those students who had a "(‘()1111503“(* score on or abuve the
90th-percentile or a laiguage expression score on or above the 96th-
percentile qualified to take a foreign language aptitude test. Due to
the late date on which the decision to test was made, we were unable
to utilize the Pimsleur Language Aptitude Battery. Therefore, we de-
‘ véloped our own test, on which we required a positive score of nine
out of fifteen possible answers. In the future we will use the Pimsleur
Battery and determine a minimum score hased on the national- statis-
tics available on the test scores. Since we did not know how many
. e
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. . /
students would qualify and decide to take a-language in the eighth
grade, we asked the students to list the three languages in order of
‘preference and to name the language(s) they would not fake. Although
they expressed preferences, all students were willing to take any lan-
-guageé offered. e S

Students who qualified for foreign language study based on our
screening procedure were informed of the options of taking Language

~ Survey or a foréign language or bard in eighth grade. They were then
"“asked to make their decision: Parents were also informed of the avail-
able options, asked to discuss them with their children, and to give
their approval of the choice. The major difficulty which remains, be-
cause of scheduling problems, is that students still must choose be- ;
tween band and foreign languages. - ¢ |
In one junior high, the identification process resulted in thirty
qualified students enrolling in foreign languages. This enrollment al-
“+lowed uis to offer classes to ten students in each of the. three languages:
However, we had a prablem at another in which enrollment was too
low to offer three classes and too high to offer only one. By dropping
the required score on the test to eight, we were ablg to gain sufficient
students to offer the three languages with fifteen stutlents-in each class. |

" - \.

Course of Study .

Since the screening process had been handled by the office of curricu-
lum development and the guidance counselors, it was now the Foreign
Language Department’s turn to work. The department head and the
teachers who would teach the classes for gifted students met during
a week jn June to develop a course of study that would be unique and
at the same time provide the materfal necessary to allow students to
"be mtegrated into the regular second-ycar program. We decided to
use the same texts and cover the same number of units becausg of the
unclear fuiture of the gifted program beyond the cighth, grade. How-
ever, we have discovered that, even with additional materials. pro--
vided, this pace is too slow for talerited students who must be chal-
']éﬁged at all times. The only solution is to allow them to continue their
foreign language study as a separate class at their own pace. u
This decision made, we had to determine which additional ma-

. terials and prc)cedures would be best. We decided that the students
o
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! could continue developing reading, writing, and speaking skills, as well’ \
v as gain insights into the target culture independently of the class. We
, ‘developed a course in which reading, writing, and communication

A

+  skills are fntroduced ear)y through the use of readers and real commu-
nication strategies. The materials designed during the summer’ were

. only.examples of sirategies that are continually being changed and
developed as we learn about the unigue talents and probleq;s & phe

~ gifted student. .

!
.

| . Characteristics of the Gifted
, _
) _ . © .. -
Although al) students must he regarded as individuals, the gifted\a%) .
share some common characteristics which distinguish’ them from their
‘classmates. We have found that these characteristics will often make
the task of teaching the gifted an extremely rewarding experience.
However, at times these same traits become obstacles to teaching. The
following paragraphs provide a biief outlitic of the characteristics ™
"+ -common to gifted students according to our ohservations. o
' 1, Verbal proficiency. Gifted students re very adept at expressing
themselves orally and have command of an extensive vocabulary. They
enjoy oral work and excel at it. They are intrigned by vocabulary, are
fluent in theirown langnage, and strive to become’so in the target
+ language. They use the foreign language dictionary contimlalg)«' to in-
.+ . crease vocabulary. ‘ ' ‘
' 2. Atareness and power of observation. Gifted students are ex- v
“tremely, aivare of events on the national and international scene. They
enjoy bringing their observations into the «classroom and discussing
them with the teacher and other students. “Articles appearing in pe- -
riodicals or special programs broadeast through the media are also
discussed with enthusiasm. , o ”
3. Curiosity and inguisitivencss. Because they are unafraid and
eager tor explore the nnknown, gifted students enjoy using their mintd,
They love rescarch and have a willingness to examine the unusnal;
morcover, they are not satisfied with learning only the facts but must ,»
also know reasons for particular developments.
4. Ind()pe;lden.cv. Gifred studunts work best ind%p(‘ndc11t])". This

characteristic sometimes leads to a dislike or refusal to work in groups
e - ' :
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or to share materials, which stands in stark contrast to the next char-
acteristic. '

5. Friendliness and outgoing personality. Because of oral p‘i*oﬁ-
ciency and interest in so many varied subjects, gifted youngsters may
well be very popular, if not the most popular, students in"the class--
room. On the other hand, these characteristics, in conjuncticn with the
fact that they often sec or do- things somewhat differently than the
others, may-more readily identify gifted students as “different” and
may result in the other students labeling them as “eggheads,” “brains,”
- -c;r_“sockiall outcasts.” ‘ '

6. Lack of discipline. Due to the lack of challenge, motivation,
and stimulation in school, many of the gifted students’ study habits are
undisciplined. They often overlook directions, fail to do routine as-
signments (or do thcm at the laslt/ﬁ.i;ute), write quickly and poorly,

{ do not pay attention in class, and lack good study habits. They pay
little attention to. details. Mistakes are usually careless in nature; they
are not necessarily caused by a lack of knowledge.

7. Competitiveness. Competition with peers for grades and for
attention from peers or the teacher is very keen. Gifted students regard
as very important competition for grades with fellow students.

8. Self-criticism, frustration, intolerance of failure. Gifted students
are very critical of their inability to perform to the standard they set
for themselves. They are easily frustrated or angered by a temporary
failure to understand a concept or by inability to put a particular idea
to use. Similarly, this frustration carries over into an apparent inabiity
to tolerate or understand students less gifted than they. Open criticism
of another student is quite common. The lack of ability to express
themselves adequately in the beginning stages of foreign language

study is very frustrating and potentially quite damaging.

g

[~

9, Opinionated and logical. In formulating a solution or an opin-
ion, gifted students éxplore all possibilities and usually arrive at the
* most logical conclusion, Differing or less logical solutions and opinions
are thus “ridiculous” or “incorrect.” To them, their solution owopinion
is the most logical and is, therefore, the only one.

10. Goal dircct?d. Although gifted students have a low frustration
level, they arc very goal directed and will pursue any problem until

S
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they have, on their own, arrived=af the correct answer, the grade of ’
“A,” or some other goal. Attempts to move to other topics before that
goal is reached are resented.

11. Dislike for routine and drill. After once graspirg a concept,
drilling it through pral or written exercises is boring, unnecessary,-and
a waste of time in the eves of gifted students. This fact often accounts
for their failure to do assignments and for their dislike of workbook
exercises, oral drills, etc.

In addition to the ahove problems that gifted students face, they
must also contend with the fact that they are not necessarily equally
gifted in all areas of study simp./ because they qualify for a special
section of a foreign language class. They may have lesser abilities in
math or science, for example. Dealing with the frustrations they feel
in other subject arcas js a difficult task. Teachers can help gifted stu-
dents with these problems only if they remember one important fact:
whether classified as, gifted, challenge, academically talented, or TAG
(talented and gifted), students are individuals and must be trer}lted
as such by any teacher.

Teacher Adjustment

We have found that we, as teachers, must make adjustments in our
teaching methods when working with gifted students. We had to de-
velop high expectations concerning student achievement. A/ normal
day’s activities were -but a beginning for our academically ftalented
students, who have much less need for repetition of explanatjons and
who become quite frustrated with continuous drill. It is, therefore, .
necessary to accelerate the pace of teaching and to have se -eral dif-
ferent methods of practicing a new concept, Teachers must cantinually
remind themselves that, as soon as the challenge is gone from an ac-
tivity, the student gets bored. Immediate application of \'O’lebu]ary
rather than rote memorization is essential. The smaller size of a gifted
class lends itself to individual attention and real communicatf'pn, but
it also contributes to the accelerated pace.
Flexibi'lity is a must. Discussion is a favorite activity of the‘s‘.e stu-
dents. As mentioned above, the gifted are extremely aware of cdrrent

’

events, are verbally proficient, and will continually initiate discussion
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about something they have. just heard, read, or seen pertaining to the
country being studied. This curiosity in turn leads to more qu,estioné
about culture and geography.

\We found working with \the gifted to be stimulating, but also time
consuming. We discovered wechad to be well prepared. In addition to
keeping abreast of current dqvempn‘leuts on the international scene, we
had to write and revise the initial course of study, continually create
supplemeutal material, and also devise fresh strategies to stimulate con-
versation in the foreign language.

Even as the gifted must learn to cope with frustrations and prob-
lems, so must the teacher come face to face with these difficulties. As
this was the first time we had worked only with groups of academically
talented students, we were never sure just what to expect from them.
Were we challenging them? Asking too much? Was the pace too fast?
Should we spend more time on drill and repetition? Force them to do
drills? These and other questions plagued us constantly. We experi-
enced frustration when finding our questions unanswered and when
trying to get the students to drill or to be more careful on written work.
As unsettling as the experience of having some students criticize others
was, it taught us to understand and cope with gifted students and
their problems. ‘

Teachers must learn to use the term “gifted” very carefully. Making
students understand that being gifted does not make them strange, but
without overemphasizing their gift to the point of egotism, is a difficult
task. Teachers must find a solution, however, since the students’ self-
image definitely depends on the attitude shown by the teacher, One
method used to practice the foreign language and to get students
to understand themselves better is the use of real communication
strategies.

Strategies and Activities

Teaching strategics that emphasize personal choice, oral communica-
tion, « nd reflective listening and thinking in the foreign language have
- provensuccessful in gifted classes. Four such teaching strategies follow,
' 1. What Am I? (Level one). Objective: to lave students describe
themsclves as an imaginary object and respond to ¢uestions from others.

oA




[

- 60 Teaching the Basics in the Foreign Language Classroom

Linguistic focus: forms of to be. Skill focus: listening, speaking, yes/
no questioning. Procedure: (a) students will choose an object (either
imaginary or which can be seen in the room—e.g., a coat); (b) they will
give three statements to describe themselves—e.g., “I have one color.”
I am long.” “I am warm and dry”; (c) other students will ask questions
that can be answered by yes or no and will try to guess what object is
being portrayed. Components: previously dcve]oped vocabulary of

nouns and adjectives.
2. Occupaticnal Decisi®h (Levels One and Two). Ob/ective: to

. share occupational preferences. Linguistic focus: verbs to be, to be-

come; vocabulary concerning occupations. Skill focus: speaking, listen-
ing. Procedure: (a) From alist in the target language the student will
select a preferred occupation. If a preference is not included in the list

_of suggestions, students may supply it; (b) Each student will find a

partner to question in the class. Using the verb to be, each will seek to
discover the p"ntnex s occupatloml preference and then share their
own. For example, “What are vou. going to be? I am going to be a
teacher”; (c) Students will then report to the rest of the class what
their partner’s occupational preference is. For example, “Helmut wants
to be a teacher.” Components: questions and answers. “What are you
going to be?” “I'm going to be a ” “He or she is going to be-
come a _____." Vocabulary list of OCCup'IthI’lS. ‘

3. To Have or Ilave Not (L-vels One and Two). Objectives:
using vocabulary and grammatical . .rms learned to determine if an
object is in the box. Grammatical focus: verb to have, question forma-
tion. Skill focus: speaking, listening, word order formatjon. Procedure:
(a) Student should be familiar with the conjugation of to have. They .
take the box and may or may not put an object from the room inside it;
(b) Student tells class or group, “[ have something in the box.” (¢) The
group or class questions student about the object. For example, “Does™
it have a point?” “Is it Jong?” (<) Student may be telling the truth or
may have nothing in the box. The class or group must determine the
truth.

+ 4. Descriptive Cognates (Level One). Objective: given a list of
cognates the students will describe themselves on paper using s the cog-
nates. Linguistic focus: vocabulary (cognates), verb to be. Skill focus:
writing, speflkmg Procedure: (a) each student writes a brief deseription

LI )




Foreign languages for gifted learners/Brimm 61

of him or herself using the list.of cognates provided; (D) the teacher
collects the descriptions and randomly -chooses a description to be read
aloud. The students will then be asked to identify that person. Varia- '
tions: students may choose to deseribe any other person in the class-
room. Components: list of cognates, paper, pencils, Sample list of cog-
nates (others may be added to fit language): impossible / difficult /
interesting / violent " shy . important - romantic / stupid / active / fa-
mous / intelligent " terrible - horrible / ridiculous - practical /4 imprac-
tical / ambitious / nervous aggressive / passive - artistic / creative /
studious ; generous . brilliant ; quiet / sincere / insincere / timid /
obedient / cruel. .

As can be seen from the above examples, these strategies lend
themselves well to the special problems of the gifted foreign language
cl‘ass. They stress the positive, challenge the students to use the new
language, provide an alternative to drill, increase vocabulary, and pro-
vide individual and group work that teaches the students about them-
selves and their classmates.

In the classroom the teacher may deviate from a regular format by
using simple techniques that invite open-ended responses from the stu-
dents. For example, the teacher may give the studeuts a series of gram-
matically correct sentences and ask them to explain, the reason why they
are correct, or have them explain what the grammatical role is. Another
simple idea to stinmlate thinking and the forming of logical sentences
in the langnage is for the teacher to tuke a cartoon strip from the comic
scetion of the newspaper. The balloons are covered with a paper to
block ont the dialogue. A transparency may he made of the sequences,
leaving the halloons to be completed by the students, Responses to the
same slory, may he eudless.

‘Other individual projects and group activities, when handled prop-
erly. have proven suceessful i the Torcign language classroom oi the
gifted student. One of the most stimnlating projects for these stndents is
o have them ereate o forcign Tangnage of their owun. Some students
have watched ithe "Mork and Mindy ™ television show and have observed
language ditlicultios ad enltiral dillerences experienced by the alien,
Perhaps the class could write its own seript about the dillicultios that
Mork might encounter in the target language and calture, The Zara-

banda and Grten Tag teleyision shows have also been nsed suceessfully,
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although related activities had'to be developed to use the vocabulary
learned. The Scholastic magazines have been used with success. Since
these students tend to be nighly creative, they enjoy developing their
own foreign langnage games, which teachers can then utilize in other
classes.

Gifted students may also help to motivate others in the school
by being in charge of an all-school International Week. Such activi-
ties may include sponsoring a teacher exchange among the language

classes for a few days, inviting American Field Service students or na- .

tive speakers t to the classroom, having a poster or T-shirt design con-
test, and sponsoring an international dinner for students, faculty, and
parents.

Gifted students are not only highly motivated and enthusiastic but
also very creative. They will often generate many ideas that can be
used with the entire class. From a teacher’s point of view, the gifted '
classes are both a challenge and a joy.
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~ Foreign language teachers who have swrvived the “great massacre” of
foreign language personnel and programs (1970-74) may have reason

to be cheerfully optimistic again. Some recent statistics show the

- stabilization and, in a few cases, increase of foreign language enroll-
ments since the radical decline of the carly seventies.! Outside the con-

fines of our profession, the recently appointed President’s Commisssion

on Foreign Language and International Studies seems to be indicative
* of new and welcome allies on a national level, The Commission’s chair-\
man, James A. Perkins, echoes the language teacher’s dismay over drop-

ping enrollments when he notes that the commission grew out of a
concern that Almerican capabilities in languages and international

understanding were declining at the very time wl‘en the overseas re-

sponsibilities of the United States were increasing”

In an indirect way, the program cuts, Jack of positions for foreign

language teachers, and curriculum reassessments have perhaps been

5 beneficial to language departments. The quality pf facultics has prob-
ably improved through selective pruning and grui;t)ing; the potential for

«  change and improvement should be greater than ever before; and, the
v much-touted back-to-busics movement has worked its way up the edu-
i cational ladder to the point where its influence is finally beginning ‘o
a\_  De felt at the university level as the implementation of core curricula

often includes a foreign language componeni.

ERIC | T
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" The basics have heen redefined, however, in terms of carrent edu-
cational needs. Consequently, the long awaited optimism our profes-
sion may now feel must not lull it into complacency. Our responsiveness
to the need$ of the present and the future will determine our viability
in the next decade. Wiley and Davidheiser- put it succinetly when
they state that the “profession needs more than cognizance of the prob-
lem [promotion of foreign language studv] and more than a polite
skepticism about trends in American education.”™ Another good reason
for reassessing our aims and approaches is that overall enrollment pro-'
jections indicate that the number of 18-year-old Americans will decline
- nearly 20 percent during the 1980s.* ‘

Our profession does have reason to be optimistic, but certainly
none for blind optimism. Roland Champagne's advice that language de-
partments strive for the integration of forcign language studies into
the university curriculum is well worth heeding: “Providing under-
graduate students with basic language skills must also entail a follow-up
by providing heuristic models for the appiication of these skills to other
arcas.”® The goal of the present paper is to explore several ways in.
which foreign language professionals could reach out into four other 4
curricular arcas: business, music, film, and intm'disciplinury studies.
Each avea is, if not interdisciplinary, at least cr()ss‘-disciplinury. This
pmpnsul makes some speeifie demands on the teacher, because our
suggestions require a fundamental evaluation of competency and inter-
ests, a readjustment of teaching strategics, and often a major change in
the organizational structnre of conrses and even departments. Obvi-
ously, not every individual can teach all aspeets of a curriculum. There
should be no question of abandoning one’s a a of expertise; rather, the
challenge at hand is to discover new ways to nppnmch and to enlarge

upon that expertise.

Business and Foreign Languages

The recent move to diversify traditional foreign language offerings has
usually heen greeted enthusiastically by students concerned about the
relevance of their conrse work to future careers, College students nor-
mally realize that business firmis probably will not hire them solely on
the basis of language skills, But, a specialization in business adminis-

3
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tration, for example, coupled with a minor in foreign languages, is an
attractive credential for the prospective employee interested in work-
ing fo_r multinational corporations. . _
Foreign language departments should be considering business-re-
lated language courses geared to students in international commerce
as well as to their own majors in the applied track. Such courses are,also
beneficial to those preparirg for carecrs in the growing tourism indus-
try: travel agents, hotel, restaurant, and airline pex'sonne]. What follows
is an outlme for a course in “business French,” although the syllabus
could be easily adapted for other foreign languages. Faculty retraining

in current commercial practices would be minimal: one could enroll as

a special student for summer work on any of a number of American
campuses that offer the degree of Master of International Management
or take short courses available in Montreal and France.

‘Prerequisites and Aims

The business French course described below necessitates successful
completion of beginning college French. Before enrolling, students
should have a solid backgroand in grammatical structures and an active
knowledge of busic vocabulary. As a second-semester, intermediate-
level. class, Business French could he offered on a separate track—an
option in addition to the traditional intermediate-level class in literary
or cultural readings. This new course itself could serve as a prerequisite
to one in advanced business French or directed independent readings.
The course should be designed to convey information in French
about basic commereial procedures and to point out contrasting ele-
ments of American and French business practices. All four basic skills
wotild be emphasized to encourage students to become fluent in speak-
ing and understanding French, Lo increase their active vocabulary by

the inclusion of new commercial terms, to become adept at translation™

into Eng]jsh or Freneh business con'(-sp(mdvnc(-, and to improve writ-
ing skills through the composition of some model letters in French.

Content and Format

Keeping in mind the intermediate level of the conrse, the instructor

should .spvnd the first week reviewing material that will plu)' i signiﬁ-

v
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~ cant role in business French; dates, numbers, and expressions of time
.~ must be fully mastered. Students need practice throughout the semester
- in working with all units of the metric system and with currency ex-
change rates. Simple conversion exercises could be presented using
French 'pronunciation for various international monetary units. Other
introductory matérial could include a short unit. on world geography
with emphasis on French names * » rountries and major cities. Vocabu-
lary pertaining to ordinary off uipment could also be introduced C e
very early in the course. '

Once this 'mateljial has been  ssented, the rest of the syllabus
could Be organized into seve ght diflerent units, with topics
graded in increasing difficulty. first unit might be devoted to
the terminology of communijcations with a short lecturc given in
French on the unique functions of the Fostes et Télécommunjcations.
Students would learn various polite rzjoinders tor telephone conver-
.sations (“Ne quittez pas,” “Je vous écoute”), and then could use
doubletl ack tapes in the 1 anguage laboratory to answer the telephone

“operator” on the recor ded tape, In studying the French pos’fal system,
students would address envelopes. and practice writing abbreviated
messages in French for telegrams. With no exact American-counterpart,
the Compte de chéques postaux (CCP) should be thoroughly explained
and then later discussed in connection with bank checking accounts,
since it is found on business letterheads and is frequently used as a
means of payment in business transactions. Informative brochures on
long distance calls and postage rates, as well as money order and tele-
gram forms are easily available from any post office qu oad and.could
be distributed in class.

~ In order to make the newly acq nired vocabulary an active part of
tho students’ conversational .sklll.s, several related role-playing situations
could be interspersed throughout the semester to simulate conversations
an American would have upon arriving in Paris for an international
congress. The “businessperson” could telegram arrival time, confirm .
hotel accommodations by telephone, arrange for car rental, exchange.
currency, order meals, and the like.

A ]alge portion of class time would be devoted to commercial cor-
1espondoncv (‘mphasmng, three areas: ( 1) familiarization with French
correspondence formulas and- letter format; (2) letter writing in
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French; and (3) translation into English. By studying models of French
business letters,(students would. pinpoint and memorizé typical official
business jargon. To supplement material in writing manuals, the in-
structor is oncouruéod o compile a personal file of authentic corre-
sponclence from F rencf companies. Frequent practice in translating
French letters into English will insure student comprehension. At the

“\_ conclusion of this unit, students should be expected to compose simple

LY

business letters in French, covering all phases of transactions.

By focusing on cnveying information orally end in writing at the
same time, a unit on employment possibilitics could begin by having
students decipher job annotincements in classified advertising, French
weeklies like Le Point, L’Express, and Le Nq:wcl Observateur provide
ample source materials in their offres (l’(’m«)loz’. After familiarization
with personnel vocabulary (O.S., chef de service; cadre, P.D.G.), stu- -
dents could practice expanding the advertisements into full-page job
descriptions. Other class agsignments might include writing a curricu-
lum titae in French and acting out a job interview.

More difficult topics such as transportation, the French economy,
lubor relations, and banking institutions would best be treated in lec-
ture form, using material from contemporary Freuch civilization text-
books and magazines. A copy of Faits et Chiffres, published annually
by Le Noticel Obsercateur, furnishes current’statistics on the Frenc
cconomy  To vary the format and check oral comprehension at th

—same time, a test used in the licence d'anglais classes at French univer-

sities could be adapted here. Students hear recorded versions of the
French lectures in the language laby and then write short summaries in

‘ English of what theyw have heard.

Choice of Materials

Sinee most business testhooks ave still destined for either Canadian and
British readers or for French students learning Foglish, it might be.
beneficial not to be dependent on one test, and. instead, be foreed con-
tinually to coliect materials on current busiuess practices. Tustructors
should take advantage of the many hrochures available trom French
banks, savings and loan associations, and govermnent offices and then
distribute them in class or use thein as vocabulary source maderials,
Other.classroont aids may include the introductory pages ot w Bottin, .

! .
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Chaix (shows SNCF timetables), and a catalog for office equipment.
The instructdr could furnish lists of common acronyms (EDF, PSU,
CGT, etc.)® apd their meanings and names of American compan'ies in
France. The U S. government documents 3ervice is another source of
materials.” — .

These suggastions for a business Freuch syllabus are based in large
part-on the evcr‘f'da'\' situations encountered by forcignerS'in France.
The course matei\;tll should be presented in such a way as to point out.
the small andseenn}'ngl_\' insignificant cultural differences that are para- -
mount to dinderstaisding the workings of another country.

.

| usic and Foreign Languages

“Make forcign langulges sing!” sounds like the description of an  “-
affective learning activity for the classroom. It is not, but it is one of
the challenges to a forgign language teacher who seeks direction -for
‘the expansion of the program into different aveas, It is also an attempt

-~ to-respond positively tol the ever-inereasing demands of pragmatic

v students for refevance and practicality in their education. The following

will explain the who and t\l ¢ how of the practical relationship between i
foreign languages and musjc.

Who? \

Language teachers too rarely\consider that they possess skills (in addi-
tion to those used for truns]a\ting) that could be valuable to various
professions. However, a knowledge of applied phonetics is virtually
hasic to any serious involvement with vocal music. Applied phonetics
(the substitution of phonetically meaningful symbols for orthographic
combinations) is also a routing component -of the foreign language
teacher’s training. “-‘ ,

Most colleges as well as high,schools offer vocal tiaining to several
groups of students: prospective nusic education majors, vocal majors,
music-theater njors, and students just interested in learning how to
sing, All of these—from the singer bound for an operatic career to the
hf)bbyist—zu'o likely to be in gonuiuv need, at some time or another,
of the foreign language teacher’s u\pvrtisv in applied phonetics. Most
college voice professors will- readily admit their insecurity in coaching -
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three languages (Italian, French, and German) and will be pleased to
capitalize on an expert’s know]cdge. Otherwise, as they "well realize,
they could deny themselves and their students some of the interesting
Avocal repertory that has not been translated into English: narfiely, .
E French and Italian art songs and German Liedet'. : *
In spite of the apparent need for spécial training, many music/
voice students have neither time nor desire for a four-year program to
master two languages. Many content themsclves with a knowledge of  /
one language, even, though much of the vocal music they prepare for. /
lessons and/or recitals is in another language. Consequewn ly, the kind of
course that will intevest most music students is one in which pr/ SR
vious knowledge of that language is not required.® This notion is very ’
difficult for language teachers to accept but is very important for this:
kind of service course. Teaching for meaning here is superseded by
teaching pronunciation and phonetic rules. The frustrations this limita-
‘ tion produces are actually iess frequent than might be anticipated. Fur- .
theymore, there is often a bernefit: many '§tudents are not satisfied to
remain on the surface of a language whose pronunciation they have
mastered, and will rearrange their schedules in order to enroll in regu-
lar Janguage classes.
The student now identified, let us discuss the teacher. French or
German teachers who have always felt confident explaining to begin-'
ning students that the written vowel combination “au” is pronounced
[0] or [au] arc already teaching applied phonetics in their classrooms.
Ifowever, all language teachers will not necessarily want to become
involved in this arca. Although such a course does not demand formal
vocal training on the imrt of the teacher, it does require mote than a
passing interest in vocal music and its problems, and a working knowl- .
edge of phonetics, orthoépy, and the relationships between orthography
and pronunciation. The teacher must also acquire an understanding of
the differences between the sl)ol\'vn and sung Language. Several intro-
ductory books on the art of singing are available (sce note 20) and
should be consulted by the prospective teacher.

Houw?
In order to succeed i convineing music colleagues that they 11&\(‘.(1 the
skills of the forcign language teacher, the goals of the course muis¢ be

A
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clearly definedl. They are to teach: (1) accurate sound production; -
(2) the rc]atidhship Detween sounds and their phonetic symbols; and
(3) the relationships between the written language and phonetic sym- :
bols. One can promise redlistically that in one semoster (avith two class
meetings per week )‘, motivated students will master pronunciation and
the basic rules of applicd phonetics: that they will be able to perform
at-least one song proficiently in the target Tanguage; and that students
will be able to do basic l;lmnc-'tic teanscriptions. The musical score elimi-
nates many, if not all, problems of diction, intonation, and even pronun-
ciation ( inv l*’);('l_u-h,'pr(ﬂ)loms with the mute “e”), and t'h('rcforc brings
iinto reach what would otherwise he ungttainable goals. -~
Elabogate equipment is not necessary, but access to a piu.no (and a .
student willitg to accompany’), a puonograph. wnd some operatic re-
cordings are very helptul. Choosing a text might he difficult, as few
exist which do not presuppose a knowledge of the language. =
_The format of such a conrse for French would be divided into four
main parts. First, the presentation of individudl sounds: the oral and
nasal vowels, semivowels. and consonants. The itrotuction of each  »
sound must be accompanied by choral and individual repetitions, by
the phonetie symbol tiat represents it and by The most common writ-
ten spollings-of'tlmt sound. The second part of the course treats sound in
context=words. Here students must have @ working knowledge of the
correspondence between how the sounds e written and how thev are
pronounced. Written exerdises for practice in transeribing should be
plentiful at this stage. as should class lﬁfm- devoted to devéloping pro-
nunciation skills. Tn French, this is the moment for a discussion of
svilubification, silent final consoriants, and the influence of the final |
nwite "¢ The third part of the conrse treats words ina context, Froﬁch_
Cteachers will want to.disenss some of the hasic rales for linison ¢ in simg-
ing. whenever tie tnsic allows ity At this point the class should begin
singing melodically siml)l("snugs. concentrating on correct pronuncia-
tien racher than correct notes. Folk songs wre particnlarly appropriate:
“Sur Te pont dAvignon” Tor nasal vowes, “Irere Jacques” and "Le Roi
W fait hattre tandour” tor oral vowels. “Le Bois du rnssignplct" for the
trilled “r™ and oral vowels, and so on.
The final segnient of the course should c:msl;mtl_\' review what bas
i)roc('dvd, but also introduce listening and individual perforinance, It
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is helpful to select recordings by different artists of the same aria or art
song (especially if one is a native speaker and the other is not) and
compare them. Students should analyze the libretto phon’ética]ly and
~ then listen-to it for pronunciation mistakes. Use of the language labora-
tory facili s make qut-of-class listening assignments possible. The
capstone of the course is the student’s own performance of a spng or
songs selected in conjunction with the voice teacher. Correct phonetic
~ transeription of the seleetion is a prerequisite for performance. The
actual perlomumcee can be done as o class exereise, which provides
“the student with another perforrance opportunity, or as an individual
exercise. An ambitious class might he'interested in listening to an entire
operatic recordinig or vatching a live or televised operatic performance
while following the score. Inany case, the successful combination of
music and foreign languages is possible: '
»N .
Film and Foreign Languages
i
| - CTilin courses ore largely a result of the academyig and cultural revolu-
tons of the 1960s. In 1970, Esquire magizine ran a cover showing a
touched-up photograph of St. Fatrick’s Cathedral with a marquee ad-
vertising Eas j Rider. The caption to this picture was “The New Movies:
Faith of Onr Children.” During this peviod. the media mnphasized the
cultural significance of comic hooks. rock ' roll. drugs, and witchera,
and all of these manifestations of popular culture eventually worked
their way into the curcenlonn But il studies are ameng the few to-
dav that stll have asecare place in the calalog.” Film studies have
changed, too: Tor wonie time. New York University, UCLA, and other
institntions had heen offering college eredit to students who watched
Hitcheoek films fraane by frame and 1 took to the streets to capture
their owne versions of reality on filime During the last decade, few
wehools would have denicd a0 student the right to study Orson Welles
en an equal footing with Chancer. Foreign Language teachers should

take advantage of the aceeplance ot film studies. especially today
when, despite hadgetary Linitations, video hardware to facilitate film
showings is proliferating in schools. .
Esquire's cover wa, right: students e interested in film. Many
stadents who may be relictant o study a foreign: language will not
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have the same reservations about studying ilm. For any teacher with
an eye on enrollments, this aspect cannot 'bo overstated. Once students
have ventured into a class taught by a language specialist, and once
they have been introduced to the richness of another <ulture by means
of its Alms, their resistance to foreign language study can be substan-
" tially reduced.

At the same time, students who already know a foreign language
can benefit enormously from viewing and discussing films in the lan-
guage \thc’v are stﬂdying. Not (mly does the screening room provide an
attractive alternative to the language Tab asa place for hearing dialogue
in the target language, studying films provides the student with an ex-
cellent view of the culture of the target country. In addition to the
linguistic and caltural benefits of studying film, literatwie teachers as
well hve potential rewards in cinema study. Much can be gained from
a comparative study of Fritz Lang's Dr. Mabuse films and Thomas
Mann's Felix Krull, or Mayeel Carnés Les Enfants du Paradis and
Balzac's novels. Disenssions of more of these fortuitous pairs—Bunuel
and Lorea, Renoir and Musset, Eisenstein and Lenin, Antonioni and
Pavese—provide valuable insight into hoth film and literature. Of
course, numerous films based on novels can also provide material for
study.® |

For those who do not feel prepared to handle film in a classroom
situation, there is a rap*1l' arcwing and inereasingly accessible bibliog-
raphy of eritical writings «  film."” One must e awaie that much film
criticism is devoted to” the technical aspects of film-making, however.
And the resultant jargon can become discouraging if one does not
understand terms such as “découpage.” “kenworthy,” and “pixillation.”
The more egregious exgesses in the critical language of the new genera-
tion of semiotic crilicy are even me -+ dishearteuing to the noviee than
is traditional flm critici m. Althongh it is certainly worthwhile to know
about the sophisticated cinematographic stvle of Jean Renoir in I
Regle du jeu, it is hardly essentig) to an understanding of the even
more sophisticated portrait of pre-war rench society in that superb
flm; Furthermore, many fine crities ignore camera work and discuss
films much as they would literature.

Institutions need not establish an entire film studies program in
order to teach a course with cne to twenty films in it. Show Cocteau's
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Beatity and the Beast to a beginning French class, or conduct a semi-
nar in the ncorealist movement in Italv using several films by Rossel-
lini, De Sica, Pasolini, and Fellini in conjunction with literary texts.
One can also teaca a film course in a language department and allow
nonmajors to take it for credit in other departments (such as mass
communications, comparative literature, or theatre). All it takes is
cooperation between departments.

New video tape recorders have substantially reduced the mechani-
cal problems of showing a film to students. There is even a video-cas-
sette-of-the-month club that recently offered Charlie Chaplin’s Modern
Times-as its first sclection.! Finally, the matter of financing a film pro-
gram is only a serious problem for those on the tightest of budgets.
Numerous agencies rent first-rate, subtitled forcign films for $50 or
less.’2 Many offer special discounts if several films are ordered or if no
admission is charged. Prints of films can be purchased as well as rented -
from these organizations. The price is right; the Lardware is available;
stucdent interest is high. Now is the time for a meaningful relationship
between language teachers and film studies, whether it be a love match
or a marriage of convenience.

Interdisciplinary Studies ) | |

Within every foreign language department there are faculty members
who do not wish to move outside the realm of Tanguage and literature.
After all. these arcas are the foundations of their training. Henry
Remak points out a danger in interdisciplinarity: “We are presently
engulfed by« vave of amateurism in this country which extends into
the teaching of courses and seminars by people who are not fully quali-
ficd to do so.”" Indeed, in any eflort to promaote our disciplino, we must
not lose sight of our primary goal—providing a sonnd education. To-
day’s foreign language teacher, however, should seck to cxploit every
“avenue of interdepartmental exchange and cm)pcfation. This may be
- evcomplished in several different wavs, from simple exchanges to devel-
opment of new courses te reorganization of the entire curriculum,

Guest Lecturers
Teachers from other disciplines should he invited to the foreign lan-
guage class; language teachers can also volunteer their own serviees to
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appropriate classes outside their home department. An historian’s or an
artist’s perspective can enrich literary study, for example, just as a
literary hackground is valuable in the study of history or of art. A dra-
matic wialysis of a play director is often quite different from that of
the literary analyst. If an English department offers classes in world
litevature, the French teacher should volunteer to prese: it Madame
Bovary; the Spanish teacher, Don Quixote; the German teacher, Faust.
For some students, such a guest lecturer may be as close as they ever
come to a foreign langaage teacher. Other students might even be
convineed to take a language if they could see what language teachers
arc capable of doing. We all know that foreign languages are an im-
portant element of the curricular structure: we must become "more
assertive in d('mnnstmting that conviction.

New Courses

Curricular chunges should attempt to accomplish more than a renaming
of old courses. The students’ needs and desires must be considered. As
~ Stanley Werbow notes, “We will be expected, und justifiably so, to
relate those literary and cultural dGocuments that we teach to the lives
of these students and of the community at large.”™

Teachers of literature ought to copsider two options, One of them,
which does not demand a change in basic materials, does require an
adjustment of focus. Kolbert has suggested that reappraisal of course
offerings take cognizance of the fact that literature is more than belles-
lettres: “Stndents interested mainly in the social sciences can be made
to accept an often concealed fact of literary history: namely, that liter-
ary tets are not only art but also sociology, geography, history, anthro-
pology, science, politics, and philosophy. We must use litevature as a
primary source of knowledge and as an important resource for the
understanding of culture and civilization,™

The literature teacher’s other sacred cow—teaching in English—
should also be pos'iliv('ly reviewed as an option. Literature cowrses in
translation, too often criticized for being pale imitations. of their more
demanding parallels in the target langnage, do have advantages. They
allow more students to be exposed to an important humanist, the for-
eign language teacher, and they complement students” knowledge. Like-
wise, culture courses tanght in English are accessible to hore students
than are courses restricted by a langnage barrier, '

-~
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Nontraditional courses, which may be entirely within the areas of
language, literature, and culture, can be valuable curricular additipns. ¢
Keller and Ferguson report suceess with a “Cultural Introduction to
Foreign Languages™ dealing with the communication process and pro-
viding insights into the cultures in which other languages are spoken.!?
Classes in Greek and Latin etvmology can often attract large enroll-
ments, especially students who plan careers in law, medicine, or the
sciences. Short courses with a practical bent such as “Everyday French”
or “Italian for Tourists™ are Qourishing, providing a complete departure
from the usual four-semester love-it-or-leavt-it approach, Curricula
need constant attention and revision, not in order to stay abreast of the
Lutest vacuous trends, but to remain in touch with the ever-changing
demands of reality.

Team Teaching

One of the most exciting possibilities for change in the modern curricu-
lum is interdisciplinarity through team teaching. Just as ‘the various
disciplines can he bridged through special guest lecturers, so can those
disciplines be allied more closely by development of team-taught
courses.'® | .

English departments offer rich potential, since English teachers,
like those in foreign languages, are well qualified in literature and -
linguistics Courses in- comparative literature might be developed.
Studices of a particular genre or a movement, for example, are enhanced
by a multiple perspective. Too, source studies and comparisons of liter-
ary figures can he accomplished in greater depth when more than one
point of view is represented. Thematically oriented literature classes
cant be developed or enriched. Historicallv, Furope and America have
shared millions of c¢itizens, Inmmigrant literature is perhaps hest under-
stood when presented not by an English teacher alone, but in conjunc-
tion with the old-world understanding of a foreign language teacher,
A "Psvehology in Literature™ course conld offer cluracter analyses that
a literatnre teacher alone could probably not supply. Philosophy and
Kterature studies can be casily paired with the philosophier concentrat-
ing on theory and meaning, e lterature tcher dealing primarily
with creative realization. Music, art. and lit rature can be united in an
aesthetic study of a particular period or movement.
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New Programs and Directions

As departmental barriers are climinated, whole new programs may
emerge, Culture courses can lead to formation of area studies programs
and institutes, a concept eited by Fryer as holding great promise for
foreign language departments.” Humanities programs offer almost end-
less vossibilitics of curricular readjustment and innovation. In such a
program at the University of South Dakota, for example, sections of
freshman composition are stafted by members of the Classics, English,
and Modern Languages Departments, The assumption is that members
of each of these departments are trained to teach verbal skills, including
English language usage and organizational writing. Literary selections
are used to illustrate common themes of study, but the selections them-
selves are dvawn [rom English, American, classical, or foreign literature,
- depending upon the specialization of the instructor. The important ele-
ment is that snch a program recognizes and profits from the fact that
the foreign language teacher is not merely a foreign’language teacher.

The last decade has bheen difficult, but its prdblcms have brought
" certain side benefits. During this period of shrinking enrollments,
facnlty dismissals, and program cancellations, the foreign language
teaching profession has embarked upon a course of valuable intro-
spection and has faced its challénges with a good cleal of positive
commitment. But we must determine to remain in the avant garde of
professional growth, not to hecome complacent and self-satisfed. We
already know the value of our prodncet. Our mission now mast be to
demonstrate that we cannot be isolated frdm the mainstream of pro-
gressive education. Foreign languages are. and must remain, at the
core of tae hasic curricnfum.* '
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Competence in a foreign language is not often casily achieved. Indeed,

language acquisition is a lengthy process, and for many students en-
rolled in second language programs, fluency is never completely at-
tained. Several vxplanatfns for this phenomenon come to mind: the '
relative difficulty of exposing students to the language in the quantities
and settings found in the target culture; the limited time periods de-
voted in school to the subjeet matter: and the small amount of actual
skill development in the target llmgu%(' during those class hours, The
foreign language teacher has very little power over the first two limita-
tions. Yet with regard to appropriate use of available class time, teach-
ers obviously do have control. Teachers can work primarily in this
domain to improve the langnage learning process and, hopefully, aug-
ment the numbers of those who can communicate fluently in the second
language.

The study reported hiere was undertaken to determine how teach-
ers use class time in foreign language middle school and high school
courses. The resulting information on length of time devoted to cach

language skill and on the relative amounts of teacher talk and student

talk in English and in the target langnage provide insights into con-.
temporary language learning conditions, The findings discussed have

~ implications both for teachers and teacher trainers.
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Methods

Twenty teachers participated in the study. They were from a variety of
schools in southern Wisconsin and taught in arcas that included upper
middle to lower class neighborhoods, towns and cities, and different
school sizes.! During a sixteen-week period, ohservational data were
collected from these pal“tiCi]_)ﬂl‘ltS on 864 class sessions in middle sfnd
high school French, Spanish, and German. Frequency of teacher and
student utterances was tallied for euch language during each part of
every lesson, and the type and duration of activity were also recorded.?

©

Results and Discussion

rl

As an initial indication of amount of speaking done by teachers and by
students cluring these several hundred observations, various proportions
were caleulated. As shown in Table 1, English was used about 21 -per-
cent of the time (approximately 12 out of every 60 minutes) and the
target language about 79 percent These data seem to indicate that'stu-

dents are being exposed to a relatively Targe amount of the target lan-
. , .

guage during classes; yet, the findings show that not all of the avail-
able time is actually being utilized for development of second language
competencies. Put into a larger perspective, this proportion of talk in
English may serve to break the “cultural island” created to encourage
students to comniunicate exclusively in the target language. Accumu-
lated over the course of the vear, it appears that much time that might
be devoted to enhaneing langnage proficiencey is not, in a certain sense,
most cllectively used. '

Also of interest are the proportions of téacher talk and student talk
to total utterances in cacl laullgnug('. First, teachers spoke about 70 per-
cent of the English used doring the class hour, for approximately 15 .
pereent of the total talk; while student talk in English represents the
¢emaining 30 percent (6 percent of the total utterances). More impor-
tant, however, is the finding that teachers make 61 percent of the
atterances in the target langnage, while their students use it only 39
pereent of the time it is spoken during cach session, These data. would
indicate that teachers are responsible for abont two thirds of the utter-
ances regardless of theJangnage and that students—individually, in




80 Teach-ing the Basics in the Foreign Language Classroom

groups, or as a large group—are allowed decidedly briefer periods of
time to express themselves despite their greater number and need. Fur-
ther, results seem to show that tegchers, who have mastered the funda-
mental language skills, spend more time practicing them than do stu-
dents who have not as yet attained such competencies. While perhaps
understandable, teachers are responsible for modeling, cuing, providing
feedback, presénting listening comprehension stimuli, and explaining
materials, all of which may be done in the target languuge without in-
. volving the class verbally. This apparent imbalance cor:ld be v1ewea as
contributing to the phenomenon of many years of classes 1esultmg in
minimal competency. The conclusions drawn from data on particular
activities and techniques that are conducive to increased student par-
ticipation in the target language should be of help in alleviating this
situation,

Table L.
Percent of English & the Target Language .
Used by Teachers & by Students

Language/ Use ) Percent 7 .
English used by teachers and students 21
English used by teachers only 15
English used by students only 6 )
Target langyage used by teachers and students 79
- Target language used by teachers only 48
T'u'get langmgc used lw students only 31

The observational data co]lcctcd from these class sessions provide
information on time devoted to, and wmount of language used for, each
of the four forcign language skill arcas—listening, speaking, reading,
writing—as well as grammar and culture, and information concerning
possible activities used during instruction in cach. Results for each arca
“are discussed below.

Listening

v .
Although students are assumed to be working on listening skills duling

ties directed specifically toward the development of auditory diserimiy
nation,. word or sentence comprehension, and pau'ugruph ‘(-()nxprohcnib
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sion were considered to be listenirg activities for purposes of this
study .3 Approximately 2 percent of the total available time was devoted
to the development of these skills.

Of the three listening activities noted, auditory discrimination was
never presented. Oddly, such basic training in sound differentiation
was not planned ut all, especially at the introductory- levels hecause

. the ability to hear ditferences is considered fundamental to skills in pro-
ducing the sounds themselves.* Class ti1 e devoted to auditory training
was thus divided between word, sentence. and paragraph comprehen-
sion, the former receiving nearly as many instances but only one third
the number of minutes. This emphasis on the use of longer items in
context perhaps reflects a more communicative use of language, instead
of the drilling of isolated or meaningless utterances. _
Howevyer, while teachers spoke considerably more than students
during these activities (70 percent vs. 30 percent), the target language
was used 92 percent of the time—about the average for classes as a
whole. The high frequency of target language use, as well as the more
passive nature of listening activities, would seem to suggest the use of
. suchrexercises as mental and physical breaks from faste:r-paced and
more production-oripnted speaking activities. Work on lislening com-
prehension provides for a high level of exposure to the target language
while requiring less active involvement on the part of the students and
the teacher. ' '

Table II.
Teaching of Listening Comprehension Skills

Instances/ Minutes  Pereent of Available Time

Pereent of available time 18 165 of 2.0
devoted to listening . 7,600 ‘
[ comprehension skills

Use of listening activities

Auditory Discrimination 0 0 , 0.0
Word/sentence 7 51 0.7
comprehension o
Paragraph comprehension 9 1Y 1.5
Use of linguage: Teacher Tracher Student - Student
Linglish Target Lnglisi, Target
Lunguage | Language

6% 2% 3% 19%
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Spedking | n
Unlike the pattern of listening skills development, the teaching of
speaking skills consumed about 24 percent of the available time; These
overall figures reflect emphasis on pronunciation and conversational
‘manipulation in the second language. The six activitics seen as compris-
ing instruction in speaking skills include: warm-ups, exercises orf se-
lected sounds, Gouin series, dialogues, gu’ided conversation, and fr¢e

LY conversation. Exercises on the production of isolated sounds were least

~ frequently provided, reinforcing the belief that forcign Janguage teach-
ers place little bmphusis.on instruction in basic sound differentiation or
production.

Free conversational activitics were also infrequently scheduled,
p'erhaps because of more pressing needs to cover particular material or

» due tgthe relatively small number of topics that most students can deal
witb,/in conversational settings. Difficulty in organizing si.miLa,r' activi-
ties and maintaining speech in the target language may also be factors.
However, the limited number of speaking opportunities may explain
the difﬁcu]fy students have in dealing with language in the unstructured
target environment, If the implementation of free-speaking activities

~could be madeymore feasible, perhaps greater communicative ability’
would result. ' :

resk_is the wide discrepancy in minutes and instances
among alternativd\methods for presenting basic materials, Fifty in-
stances (445 minutés of dialogue work) were recorded, while only 36
minutes during five sessions were devoted to Gouin series. The wide-

. spread use of dialogue stems most likely from the emphasis on it in~=7
most textbooks. The Gouin series, although often comparable in func-
tion, is apparently less widely knowr and rarely implemented.

Receiving the most time, although not the greatest number of in-
stances, were guided conversational activitics. Including question-
answer and directed conversational work, these activities provide stu-
dents with moderately controlled exposure to the fanguage while elimi- -
nating many of the problem situations noted in the discussion of free
classroom conversation. The remitining speaking activity, the warm-up,

. received slightly less time but was recorded considerably more often.
The data suggest that the teachers observed began class sessions with
%‘l brief, but often humorous and easy oral igtroduction, ‘rather thany,

Q. .

-
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. moving directly into the planned matcvials. While not revealed in these
numerical datd, the warm-up activity seemed to help students recall -
+ their previous work in the target language and review the different \

~sounds, while reestablishing rapport between the teacher and the class

as a whole.

These six speaking activities were conducted 85 percent of the

time in the target language, a high propqrtidn, but not as high as that

for work in listening comprehension skills. The overall percentages of

7 language use and summaries of the findings dis&nsse_d abové are shown
in Table LII. - o ’ )
| Table I . |
) ‘ Teaching of Speaking Skills L
Instances/ Minutes  Percent of Available Time
Percent of avaflable time 937 1,846 of 24,0
devoted to speaking skills - 7,600

N

Use of speaking activities

Pronunciation drill 3 24 0.3
Free conversation 3 52 04
Gouin series 5 ° 39 ' 0.5
Dialogues 50 445 6.0
Guided conversation 64 671 9.0
Warm-ups 108 615 8.0
Use of-language: Teacker Teacher Student Student
: English Target' . English Target
: : Language Language A
) 8% 46% ‘3% . 42% 3

”

Reading S -
Data for this study were colleeted on oply one aspect of reading instrue-
tion—reading aloud from a text. Like listening, reading was infrequently
taught in the middle and high schooks obst¥ved. Sis. percent of “total
class time was recorded forsuch 11’i';1t('1"iall.s" (see Table IV). While read-
ing in-the foreign langnage is 1)1-i111;11-l1)-' practiecd outside of class, a |
surprisingly small amomt of time is devoted to instruction in matching
pronum-iut‘ions with written forms,
Most of the speaking during rvaul'ng instruction*was in the target
langiiage (8$ pereent). While higher than the. average for all activities
(79 peredut), most is teacher talk 1‘uthFr than student talk (60" pércent

. . »
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vs. 40 per; cent) Speech in English most often was related to corrections
of 'student pronuncistion or e\phcatlon/tl anslation of dlfﬁcult vocabu-"
lary items or structures. Use of English, cqpecmlly in these two areas,

might be substantially reduced through increased use of auditory dis-
crimination and 1)1()nuncmtmn drills to solidify student pronunciation,

by systematic cuing of various types of errors and by more varied de-
vices for explaining vocabulary items using visual aids and, the target
language. g .

. | Tablelv. .
B . Teaching of Reading Skills
o Instances/ Minutes  Percent of Available Time
Peweent of available time - 41 4650f 7.0
devoted to reading : 7,600 i
+ skills/reading aloud ‘
Use of language: Teacher .. Teacher  Student Student '
- English Target English Target
Language ang.,mgc
TG 53% 4% 36%
Wrztmg ' . ( '

/ Instl‘uctlon in writing, the fourth oYllle lingual sklll consumed about
2 percent of the total class time. ‘J.,}ll\c listening and reading, this skill
" seerms not to be (mplmwod in co}m mporary programs. W riting activi-
ties for which data were recorded included transer 1pllon/d1ctatlon
guided composlllon, aud free composition,

As shotvn in Table V, these three activities received different mﬁounts
of emphasis. Free composition, like free conversation, was noted only
once in an upper level class, While the organizational problems inherent
in free cmwmsatmna] activities are not so salient here, they could also .
be of concern to teachers in free C(m‘lp()slll(m activities 1esu1tmg in
such gonditions. Implications for students’ abflity in writing skills may
be considercd. : - | '

Highly structured dictation exercises received somewhat more
attention, although still less than 1 percent of the available time. The
use of such sound.symbol matching exercises seems to parallel the use
of oral redding activitics; that is, both these instances; which stress the
__relationships between sounds and letters, are given very little instruc-

tionu! time. '

.




T TR AT S TSR

.

Utilizing class time/Nerenz 835

Finally, moderately structured or guided writing activity was the .
most frequently used—about 73 percent of the time devoted to writing
and nearly 2 percent of the available time. Clearly, this style of Instruc-
tion s preferred. C) S

: The amount of speaking in each language is shown in Table V.
Although the writing activities had much less specch per minute than
did exercises in the other five areas, this specch was not noticeably
more or less in English, with the target language spoken about 79 per-
cent of the time. It seems, then, that the introductory and explanatory
remarks by teachers throughout their classes were also present in the
same quantities here. . '

TableV.
0 - Teaching of Writing Skills, ——— *
Instances/ Minutes _ch_c_t’lt of Avatlable Time

Percent of available time 19 173 0of ' 2.0

devoled to writing skills 7,600
Use of writing activities

Free composition 1 B 01 .

Dictation o -6 42 0.6

Guided composition 12 126 . 0.2
Use of language: Teacher Teacher Student Student

English Target English Target
Language Language
1% 73% . 4% 13% 8

Grammar -
Skill instrniction in the four bu.&tc ski]ls-—]istcnihg, speaking, reading, and
writing—comprised about 33ypercent of the available time, with the
largest amount devoted to speaking activities. Most of the remaining
class time wasadevoted to grammar instruction; that is, nearly one third
of the available time was devoted to explanations of grammatical
points: cither deductively. using rules, or inductively, usihg pattern
practices and subsequent drills or application exercises. The data indi-
cate that such presentation of structures comprises the single most tm-
portant facet of foreign language instruction.

Almost two thirds of the total sprech during such perlods was
teacher talk, althougl) only about 20 pereent of this tatk was in Lnglish.
still, student use of the target langnage totalled less than ofte third of

9 .1'.
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86 Teaching the Basics in-the Foreign Language Classroom

the available time. These observations show that such grammar presen-
tations are typically teacher dominated and that those individuals who
are learning the content actually spend little time actively dealing with
it. An attempt might be made to shorten actual presentation time, vary

oral drilling techniques sc as to reduce the quantity of teacher talk, and -

allow for briéf pair or small-group coriversation periods during which
students, having mastered the grammar point, might use it in less
structured ang’more communicative settings. While allowing students
greater practice time during the available hours, these techniques could

also help teachers and students .view grammar as a means of more

quickly mastering a language rather than as the essence of the language
itself.

Table VI. )
Teaching of Grammar-

Instances/ Minutes _?ercent of Available Time

_ Percent of available time - 240 2,383 of 31
' devoted to grammax 7,600 ‘

Use of language: Teacher Teacher Student Student
English Target English Target
Language Language
14% " 49% 5% 32% '

Culture )
Finally, cultural materials were included rather infrequently (7 per-
cent of the available time ). These materials presented daily patterns of
living rather than dwelling on the arts or history. Also, emphasis on
understanding varied aspects of the life und people a studant might
encounter when traveling in the target countries may influence cultuml
instruction,

. Slightly more English (34 percent) was spoken during such ac-
tivities, although the fact that almost two thirds of the presentations

were conducted in the target language seems surprisingly high. It Is
possible that little culture was taught at the elementary levels or that
the t- achers observed had developed methods for establishing com-
prehension in the arget language. In any case, teacher talk was greater
in cultural Instruction than in other areas, The findings on cultural ac-
tivitles are summarized in TableVIL, - o

.I .’;
1
E
1
K|
3
:
!
1
z
]

.




L)

. y Uffilizing class time/Nérenz s 87

" Table VIL

Teaching of Culture |
‘ Instances/ Minutes  Percent of Available Time
Peftent of available time 62 ° - 331, . 170
devoted to culture: '
Use.of cultural activities
Arts, history, people 4 60 0.8
Anthropologicakculture 58 471 6.0

Use of language: Teacher Teacher Studen‘z Student
English ~  Target English Target
Language Language
19% 52% 15% 14%

Other

In addition to instruction strictly devoted to the six language dreas
whiah consumed overall about 7‘7 percent of the available time, a sub-
stantial proportion of class time was distributed (as shown in Table
VIII) among several activities.

&

Table VIIL
Other Use of Class Time o 7
Im-tances/ Minutes Percent of 40ailakle_ Time

Break activitics—learning 40 325 : 4.0
games, etc,
Asm‘;mng/conectmg _ 102 600 8.0
h,omewoxk
Testing/ evaluation 54 539 70
Other activity 59 573 8.0
Unallocated time—translation, - 152 ' 1.0
management
Use of language: Teacher Teacher Student Student
English Target English Target -
Language Language
33% 27% 18% 22%
Conclusions

Tn addition to the summaries and discussions presented to this point,
several conclusions of a mores general pature may be drawn. The

o \~
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Targest portion of available time in foreign language cowrses is devoted
to the teaching of grammar. Since such structures are often the focal
: points of most texthook chapters, the centering of class activities around
-1 grammatical material scefgs to represent a reasonable approach. Iow-
ever, the use of the targdd language during such instruction is often
teacher dpminated, and the amount of English tends to be high. Making
presentations ¢lear in the smallest numbet of words is a challenge teach:
ers should try to accept; by reducing the teacher role, the total time
available to students is augmented.  ~ |

The second largest block of time was devoted to varied activities—
testing, correcting homework, games, and’ organizational functions.
Again, use of English was high. Although one would not want fo dis-
continue its use, teachers might recluce this quantity of time by dealing
eficiently with the management tasks involved. That is, less time could
é he devoted to correcting homewark by encouraging self-correction from
i posted responses to be briefly.checked Tater by the teacher; taking of
] atfendance might be done by a student duting the first minutes of
it
;
';

class, thereby frecing the teacher to begin the first activity. A short list
of materials that students would need could be provided daily on the
blackboard in order to reduce confusion at transitional moments, While
seemingly simple, such changes in the classroom routine might help
teachers devote more time to foreign languages and less to classroom,
management. Too, since questions and information needing immediate
comprehension or response are custor.arily the focus of these perlods,
. the tasks provide opportunitics for more realistic use of languagaes; thus,
a larger proportion of the target language might successfully be in-
corporated. : '
Speaking instruction received the third Targest portion of class
time—understandable especially in light of current emphasis on com-
municative competence, Yet the fact that this proportion is still under
one quarter of the total afailable time and that ¢ver half of the utter-
ances during instruction periods are spoken by the teacher are per-
~haps significant in explaining the small number of students who actually
become communicatively competent in the second lunguage—even
though use of English during speaking activities is low. As noted abiove,
fading of the teacher role, inereased use of small-group activities, and
drilling techniques providing for student-student interaction (chain

v
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drill, role reversals, etc.) could represent alternatives to ocurrent 3
practice. ‘ : :
Of the four remaining skills, culture ,and reading take up a rela-
tively equal and comparatively small amount of class time, with teacher
talk and use of E‘nglish rvather hfgh in cultural ‘instruction; whereas ..
listening and writing instruction are allowed virtually no time. Empha-
sis on communicative compefence seems, interesting]y enough, to have _
its manifestdtions exclusively in oral, rather than in all f()ur, basic
skills, and that as a prerequisite, or at least a companion to speaking,
listening has not received more emphasis. 7 )
In sum, this analysis of what actually occurs during language :
classes may help in investigating the problems discussed at the begin- é
» ning of this paper. It scems that the distribution of time in each skill 1
= does much in explaining lesser competence in certain domains, as does 4
s+ the information on the quantity of talk in English and the proportion of 1
speech in the target language by teachers rather than students. 3
3

Notes

1. Of a population of 57 forcign langnage teachers initially contacted concerning the study,
30 expressed interest in participating, Twenty were se{ccted hecause of school location,
city size, and presence/absence of o student: teacher. .

9. All conclusions drawn from these datn are based on the average number of utterances
ser minute for teachers and students during the activity or skilf!in tuestion,

3. The less commonly knawn terms deseriling activities for which data were recorded are:
warm-up—a short, often humorous oral activity conducted at the beginning of a class®
sessian; Gouin serfes—a mode of oral presentation linking u series of actions with appro-
priate ulterances to describe a chain of events; gulded concersation or composition—
structured oral or written work (question-answer, directed  dinloguc, reconstituted
sentences, and restme, which is controlled in content and structures); free conversation—
uncontrolled speaking that wonld oceur naturally in conversational settings.

4. On this point sce R. L. Pohtzer, Teaching French=An Introduction to Applied Linguls-
ties (Waltham, Mass.: Blaisdell, 1965),
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A Realistic Look at the '_ B
@ Function of Grammar in the
& Foreign Language Classroom

, ‘ifaufa;Ki Heilenman
Vitginia Polytechnic Institute and State University'

- One day in clas-. as an informal experiment, I asked two questions of
_my second-year students, all of whom had elected to continue their /- %
study of French at the university level. First, I inquired what exactly 3
they expected to be able to do as a result of having studied French.
There was instant consensus—they erpected. to be able to speak .the
language. Then I asked what they saw themselves doing to help attain
this goal. Again, instant consensus—they expected to learn the rules arid
the exceptions to the rules and then fo practice until, somehow, they
knew French. ‘ -
~ And so was defined a curioys paradox. Does one learn a language
by learning about a language? There is, after all, no difference between
learning about history and learning history. On-the other hand, one per-
celves a terrifying distance between learning about skiing and then
actually putting on skis and shoving off down the slop&‘ In fact, the
difference s even greater. A person can learn about skiing and then
léarn to ski withaut the one necessarily implying the other. Similarly
a person can learn about a language without ever being able to use that
language (e.g. linguists studying a language as it applies to linguistic
theory); and a person can use a lunguage without consclously knowing
about that language (e.g., native speakers with no linguistic training).
The prdblem and the paradox for the foreign language tehcher lie,
, then, in deciding the relative importance bf knowing about a language
in relation to the ultimate goal of proficlency in the use of that lan-
guage. Phrased differently, what exactly is the function of gratimar in
the forelgn language classroom®™

N
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Grammar Above- and Underground

If the goals of the, foreign language classroom include a knowledge
of language structure and the ability to comnu\nicate accurately in| the
Janguage, then grammar study is a natural and expected activity. 'In
many cases, however, the fudy of grammar is undertaken for reasons

of expediency, tradition, aud desperation rather than from a conscious

consideration of the alternatives. If a course is being taught toward a
specific and limited goal  such as happens in special-purpose dourses
(Spanish for the Traveler, Russian for Engineering, French-in-order-to-
pass-thesfinal-exam ), one has little difficulty deciding what to teach. If,
however, only the vague and general goal of “learning French” or

“learning English” exists, then the.task becomes overwhelming and the -

teacher tends to settle for what the book offers, or, at most, to bfiiib'f

the syllabus on his or her own selection of grammatical points.* Al

though emphasis on constructing language courses along situational

lines has increased in recent years, many teachers and course planners-

continue to construct a syllabus or to evaluatea book by its grammatical
content and to plan in terms of verb tenses to be covered and pronouns
to be learned.

Accompanying the tendency,te organize course goals around gram-
matical constructs is the equally strong tendency to teach that which
an easily be tested. In Frenth, for example, agreement of the past
partjciple is a periodic visitor even in thois'(‘ classrooms where com-
munication is stressed. Why? Because this particular point is complex

_enough to distribute students along a grade point continuum, it re-

mains relatively casy to test, grade, and teach. Similarly, as Howatt
points out, teachers who choose to stress accuracy at the expense of
fluency accrue an immediate and obvious advantage. “The pupils can
be examined and tested to see whether they have aequired this accu-

racy ot not. Accuracy is simple to examine, mainly because it tests

grammatical rules which can casily be judged right or wrong, and so
tests can be migkcud without too much argument. Flyency is almost
impossible to mark fairly, which is a pity because it is a'more Important
skill in most real-lif¥situations.” )

Thus, for reasnns of expediency, grammar becomes central to the
foreign language classroom. However, another aspect of the grammar
underground can be noted—the long-standing identification of foreign
language teaching with the proseriptive tradition in native language
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92 Teachingthe Basics in the Foreign Language Classroom ™
(‘llere, English) instruction, One notes with interest that educators, who
are currently stressing a “back-to-basics” orentation in curriculum,
tend to see foreign language study as a basic intellectugl discipline, the
value of which resides in the linguistic insights it gives students into the
nature of their own language. Max Rafferty, for example, has ascribed
the failure of the audio-lingual approach (and by implieation all later

had a poor foundation in English grammar. He then points out that
mastery of 4 language requires “explicit instraction in the principles of

tion, and all the rest of it.” Communication, n Rafferty’s vidws, may be
fmportant, but “it’s far more important to learn to do a complex thing
corréctly and to know precisely why it’s correct.”® Students should, in
“J other wol'ds, learn rules. -

‘And, in fact, many students have been and remain as happy to
learn rules as any tradition rammarian could wish. In 1957, Eugene
Nida remarked that studéhi@fiebel against using the foreign language
in the classtoom because they are more familiar with reading and writ-
ing and that, tq these students, grammar is un “easy way out.” Nine
years later, Fishman pointed out that unremitting use of the foreign

uncertainty, and dissatisfaction on the part of students.® Christopherson
concurred tn 1973 when he warned of the pressures brou ght to bear on
students through usc of the direct method and the exclusion of all na-
tive language interaction.’® And, finally, today’s students appear to re-
main as resistant to the increasing emphasis on functional language use
as were thelr teachers when they were students. They continue to
expect “that elassroom activity will concern itself with ma}!ers of form,
and bewilderment bordering occasionally on hostility [occurs] upon
realizing that that’s not always the way we do it.”7
_ A grammar rile can be learned as can biological phyla (Sr mathe-
matical equations, but performing in another language is thileatenin
to imany students. Somehow, John feels awkward “ta‘]king” German (ﬁ
Joe, whom he has known for six years, much1 ss to Rick who just moved
here, School, so we have been led to believe, exists in order that stt}dents
Jearn rules, reasons, and rationaleg—not in order for them to play gamegs
in the name os communicalive competence. Thus students and teachers

j‘ . - -l l’, 'E M i L]

methods of teaching a foreign language) solely to the fact that students .

... langupge . .. and this means grammar, sentence structure, punctua- .

language in the classroom may precipitate feelings of anxiety, anomie, -
guag y preciy g y
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tend to join the public al large ina conspiracy to reduce limguage learn-
"ing to intelleetyally acceptable wiles and embtionally neutral regula-
tions; these, in tinn, lend themselves readily to testingy evaduation. and
quantification. It is small wonderthat grammar isseen by many as basic
to langnage studv—it’s expedient, measurable, and traditiomul’all at¥the
“same tinde! :

¢
[

Grammar as a Result .

\

One question remaing: Doces the teaching of grammar achieve desired
results? I the gf);ll of Iungltlug’(- study is the acquisition of ins‘ight into
how a langnage functions, then the answer has to be yes, Students who
_sni"cvssfnll_\' learn about the grammar of a foreign luﬁguuge will be bet-
ter able Fian those who do not) to appreciate the subtleties and com-
ple/xi fes of language in general, this achievement is worthy in its-own
ight and is a valid goal of l;mguugv instruction in gn uc'adcmic setting,

1f, however, the goal is the production of students able to use the
laiguage at a fevel safficient for minimal commaunication with native

Speakers of a linguage, then the answer has to bie no. "The reduction of .

langnage to stractural deseription is possible:s however, it is not pos-
sible to reduce-a langnage user to a well-practiced compendium of

knowledge sbout a language. Continued andd stringent attention to the *

rmles of a foreign langnage seldom eliminates inacearacy and error. In
Fact, students scem at Limes Lo persevere pln'pnsvl’\' in nf;tkiﬂg’ mistakes

“in the siznph'sl and most straightlorward (from a pedagogicd point of
view ), constructions. Thus. the Spanish teacher continues to lament the
p(-rsis('(-nt_‘ confusion hetween ser anel estar, ;u&g the French teacher
stands in mnte awe of students” ability 1o use avoir as a past tense
auxiliar®with verhs that |('-(|||il'(' clre—despite the successful comple-
tion of many and varied drills and exercises., ' .

~ Although we have evidence that adult language learners ean bene-
fit from the explicit leaching of: grannmare the extent to which a con-
scions knowledge of the rules G be expeeted to help students in their
attempts to mastera language iscatbest. po dematical. The reasous for

this state of alfairs are nany and \'au‘i("(]. First, the grammar pr('sonteda

[4 . A .
to Tearners is, of necessity. incomplete, Contiary to what s implicd by
. ' . . v
Language texthaoks. must rules are “attempls al explunation after the

L.,
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fact:’® and have only paxtnl validity when compared with daﬂy lan-

guage use. A case in point is the formation of yes/no questions in

. English.-In theory, the aumlmx) verb is inverted or placed in frqnt -of

'thé' subject to produce this type of question (e.g., Are you going to the
“movies? ). The use of cither the inverted or the statement form. is not
determined by a strictly linguistic or gr: amniatical rule but rather bythe
degree of certainty or presupposition possessed by the «questionef, That
is, if Jack knows John is going to the movies, he will use the statemtent
form; whereas, If he is uhsure of John's plans, he will use the inverted,
form.1® To extend this example, consider the fo]lowmg sequence taken
from a-beginning French class: "

Teacher Qu'est-ce’ que vous faitcs lg‘hmedl?
" Student: ]c vals v hesxtatlon appat cnt)

Stuclenl Olll je vais au cinéma, .
Teacher: Vous allez au cinéma. Et aprds, qu'est-ce que ¥

The textbook, in contrast to actual interrogative’usage, states categori-
cally that questions in French are formed by either inverting subject
and verb or by pr efacing’ the statement form with est-ce que, leaving
. the student to choose betwcen text and teacher as model, As.Evelyn
Hatch <has pointed, out, the “im#portance “of discourse constraints—the
semantic and communicative functions of language stru,ctures at the
supmscntontml level—is just beginning to be studied, and at this point
it makes little sense to be dogmatic about the nwxolablhty of context-
frec textbook grammar.!! N
. Morcover, teaching and learning a foreign language reman colored
"‘ by the prejudices of proscriptive grammar pmctlces of the past, It is,
after all. no more authoritarian to tell students that questions in German
or French are formed according to certain rules and then to base a
gr ade on the correct usage of those rales, than it is to insist upon the
“correct” yse of lie and lay, sit and set and to test students on their.
~mastery of the concept. In hoth cases, authority, right and wrong, and
scholastic consequences are present. The only difference is that the for-
cign language fearner seldom has additional sources with which to
compare the pronouncements of teacher or text. The result is a legrner
who feels there is a right and a wiong to the foreign language and who
is likely to concentrate on forntrather than function, The ploblem Is
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compounded by the fag that many- of todéy’é foreign ]anguaé teachers
ate yesterday’s foreign language learriers-learners who often Teel'more
comfortable with the dubious certainties of the grammar book and the
knowledge that they know Correct from iﬁcor‘r&ect, than they do with
"+ the appareqt vagaries gf naturally occutring language:
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< ' Lea‘éped or Acquifed?
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If, then, conseious learning of grammiar-nay be helpful but {s neither
a necessary nor @ sufficient .conditioh for gaining preficlency in a2

~ language, what is? Krashen distinguishes between the dqu;sgibu§ learn-
ing of the rules of a language and the unconscfous acquisition of its

. for
' the'possibility of accessing two systergs in performipg' ina foteign.iaqs
guage. One system, the monitor, is 2 conscibus 1)1‘o¢e§sf){'}iéreby lan-
guage production is subjected to.a kind of “final control check” by com-

’

3
|
?}

. rules, The acquisition system, on the other hand, is unconsclous, does
“not rely on overt knowledge, and is activ@in all children—as well as
(apparently) in the vast majority of adults. According to’this model,
acquisition precedes learning with the learned system filling in the gaps,
frequently through relidnce on transfer from native language structures,
Foreign language utterances are initiated by the acquired system and
are subfequently scanned by the monitor when time per'mits and when

the focus of thesactivity is on form rather than function.
JAs a productive system, the monitor is limited in its parameters.
All learners do not or perhaps cannot access it, und its function appears
| to be restricted to items that have not yet heen uC(Luir(‘d and/or items
- - 'that,are ra?ltively casy to fearn and apply. Such items would include

e T PTG T TR BTN A 1T SR T
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the third person -s in the preseit tense of English verbs, the use of de .

: after a negative in French, and pronoun placement when it differs from

. the native language. Monitor breakdown or underusemwoyld this ac-

: count for the “little, stupid” mistakes that students tend to persist in—
. errors that do not really hinder communication but whose origin teach-

| ers cannot understand hecause they are ¢onceptudlly so easy. Remem-

o bering to place the -s on tu aimes or to make* adjectives agree with

. ' | . " : 1 f) ot - a :
. ) ‘ K
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s and functions.'? According to his “Monitor Model,”. adults have -

1
4
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paring output to what the learner knows is correct aceoyding to the
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their noun wouid/require usé of the conseiops systerh—the monitor—
and students appear to differ in the dcgl gc to which they can or will
utilizé this respurce. .. N

Conversely, those areas of language that teachcrs find difficult to
explain and that students frequently find impossible to understand may |
be resistant to conscious learning and control yct amenable to
unconseious acquisition. Research conducted by Krashen, Butler, Birn-
loaum, and Robertson has indicated that, fot intermediate level stddents
lemming English as a second nguagv the “more global or complex
+~agpects of grammar were likely to. be acquired, while ‘easy’ rules and’
E . rules covpring small syntactic domains would. tend to be learned is
% - What this conclusion means for the classroom teacher is that attempting
*  “toteach students how to mampul’ltc'!hc preterite-imper fect distinction
? in French or Spamsh*wxl] be 1e]'1t1vcly futile—a .fact teachers theady N
, ' know well. As Howatt has written: SIn the end success in learning ds
a matter”of sufficient exper ience—gradually the pupil will come to
“feel” the difference in meaningszhetween different forms of the verb.
We cannot do nyeeh to help becauise in many cases we ourselves cannot-
_ clearly describe Ihc differences in meaning that we mtmtml) recog-
o nize.”"1 . .

.

4
»
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Whither Grammar? T -
* | ! .
The debate concerning “the role of gvert riile learning versus covert
language dC(]lllSlll()lldQ ancient, The Middle Ages, as well as the eight-
eenth and nineteenth centuries, held that lear ning the rules necessarfly -
preceded acquiring practical skills, while the Cl assical Era, the Renaf:-
sancg, and the early twenticth century relied instead on the develop-
ment of an intuitive command of the language before attempting any
formal lear ning about it.* At present, language teachers often appear
to he attempting the tour de force of doing both at ¢ ce, that is, of
trying to provide an atmosphere conducive to the acquisition of com-
municative mmpc-lcnco while simultimeously ms;stmg upon a ¢onscious
pknowledge of language structyre,

Beginning with Savignon’s study of the role of natural commu#ica-

tion in foreign language-learning,' .md contimiing with res ).uch into a
naturai order of morpheme .L(qumtlmn ammlgwcond language learners

§ \
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o

regardless of amount of formal,training or native Janguage,'” an impres-
sive amount of evidence has beer accumulated pc .nting to the impor-

“tance of adequate target language input and sufficient natural language -

use %n attaining a practical mastery of a foreign or second langvage.’®
In large ~ort, this research Has paralleled the realization among those

Al ) Ve .
studying firgt language acquisition that the gap between the habit for-

mation of empiricist association (the original basis of audio-lingualism)
and nativism, or the black-box theory of miraculous Janguage acquisi-
tion, can be bridged only by looking gt what the child does with lan-
guage and in what manuer she or he uses it to establish ties witl: and
ménipulate the surrounding environment. Jerome Brunmer, & noted
theorist and researcher in the area of language acquisition, has.sum-
marized this viewpoint and its relationship to leaning a second lan-

« guage in exceptionally lucid terms.

L3

,  There is an enormdus amount of teaching involved in transmitting thP.
language, though very little of it has to do with language lessons proper.
It has to do with making intentions clear, as speaker and as actor. and
with overcoming difficultics in getting done in the real woild what we
wynt done by the mediation of communicalion. And this is why learping -
a second language is<o difficult. The moment we teach language as an
explicit set of rulés for gencrating well-formed strings out of context,
» the enlerprise seems to go badly wrong. The rule in natural language

learning is that kinguage is lcaned in order to interac. with someone

about something thestwo of you share.1¥
- & 3

Nevertheless, I would argue for the plubc of grammar.in the for-
eign language classroom, but for one which has a specified place, re-
spected limitations, and the presentation-of which is accompanied by.
all the natural fanguage use the situation allows. Why should we con-
tinue to emphasize grammar within the Timitations just mentioned?
First, there is value in learning.about how lunguugcg are put togethcr
and there dre usights to. be gained from the study ‘of u foreign lan-
guage that cannot be derived Trom the study of one’s own. Sécond,
students e.\'poct to learn gramniar, and t('uchcrs’ know how t‘,’ present,
drill, und test it. Third, the study of grammar confers academic validity
on our classrooms. My point is not that the acquisition of a foreign
language without formal study of its grammar is cither unimportant or

. lr,’\‘j
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without intellectual merit. On the contrary, I am simply respecting a
fact of scholastic life: one foreign language learned in the classroont .
seems always to equal two learned in the bush.

" How then should grammar be taught? Smith has suggested that
the task ‘of applied linguistics is, first, to reduce the arbitrariness of
language b revealing as much of its system as jossible and, second, to
atd learners by introducing sets of linked instructions that will teach
learners to think their way through a linguistic conundrum.® A simple
example concerns the necessity of distinguishing between the subject
and the direct object of a sentente, a distinction that becomes of para-
mount importance when attempting to decide which interrogative or
relative pronoun‘to use. Since students are usually able to find the
. subject with little difficulty, the algerithm would “e: (1) find the sub-
ject; (2) what's left is the direct object. As slmple as this appears, it can
save students much uncertainty when trying to decide whether to use
qui or que in a relative clause fn Flench Another more complex exam-
ple concerns the replacement of a noun or noun phrase by a pronoun.
Using French as the target language and assuming that the exercise
requires the student to substitute a pronoun for the underlined word or
words in a sentence, the algorithm would proceed roughly as follows:
(1) Does the underlined portion consist of @ plus a person (ie, a
Dantel, au garcon, aux filles, ete.)? (2) If so, then replace with an
indilect object (me, te, lui, nous, etc.). (3) If not, continue. (4) Does
the underlined portion consist of & or another preposition of place (en,
sur, dans, etc.)? (5) If so, replace by y. (6) If not, continve, |
- Obvlously, students will soon learn to do away with unnecessary
portions of such a procedure, but the rate at which they do so will
doubtless vary widely. It should also be emplnsued that algorithms of
this type make absolutely no pretense of leadmg {o natural language
usage. We have, after all, no evidence that a native spéaker’of French
proceeds in this or any other fashion when speaking or writing. What
this procedure does accomplish is to increase the likelihood that stu-
dents will be able to handle language analytically—an especially im-
portant accomplishment when one considers the analytic method by
which foreign language learning is most frequently tested. Further, by
_ glving the stiidents the tools they need to suceeed in the formal study

-V of a foreign language, we are encouragiag them to continue, and the
L
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. _
longer they persevere, the more oppurtunity they will have to acquire
a “feel” for language. )

Thus, a major function of grammar in the foreign language class-
room is to give students und teachers academically valid work to do
ywhile hopefully allowing the’ time necessary for natural acquisition
* to take place. Again, I do not intend to imply that the study'cf grammar
is in any way unimportant; I simply mean to emphasize that one can
expect formal rule learning to yield the ability to manipulate formal
rules, while competent use of the foreign language in real-life situations
is most likely to be developed in those settings where language fs a tool
for getting something done rather than the subject of discussion. At
bést, the overt learning of grammatical rules will lead to a more efficient
‘|' monitoring of the learner’s output—again, not an unimpof-'t"i{nt goal, but

\ certainly not the major one ip most foreign language classrooms.

The study of grammar for its own « :ke is valid; the study of gram-
| mar in vrder to acquire competence in a language is unlikely to succeed.
In ordeér to learn to use a language, students will have'to be exposed to-
infinitely morc language in infinitely more ways than is the ‘usual prac-
tice. The conscious learning of grammar may lead to initial success.
| Such success is, however, illusory and limited, How many students
: emerge from formal language training with any real degree of compe-
‘: tence in the language they have spent two to four years studying? Very

few. Yet, we have ample evidence to demonstrate that “almost any stu-
dent . .. placed in the appropriate milicu, given ample opportunity and -
the support of his parents, peers and teachers: can. successfully acquire
a second language.”? Given the situation in most foreign language”
classrooms lo'du'v, 1 find it doubtful that students will ever be able to
emerge as competent speakers of the targel Tanguage based on formal
. iustruction alone. They can, however, emerge as knowledgeable lan-
guage learners who will he able to develop and exploit “an ayvareness of
language hoth as asystem and as a means of comnumication,” who will
undersbd that the study of granunar is only a part of language—and
. that grammatical knowledge can enhance one’s ability to communicate
in that language—but who do not expect knowing abou u language to
equal knowing that language. ' S
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E M. Jane Greenewald
E University of Wisconsin, La Crosse
f Since the wave of audio-lingualism swept through the foreign language
E classrooms of America, teachers have treated reading as a means to
5 other ends rather than as an important skill in its own right. This prac-.
E - tice continues todag foreign language students are still asked to read
, primarily in order ¥ give them something about which to talk and
: write, :
: To place reading at the hub of the language program and not seek
to cultivate this skill deliberately and systematically is madness. Stu-
dents who have to labor through every short story and novel they read
are certainly not likely to develop much of an appreciation for litera-
| ture. Similarly, readers whose understanding of a text is minimal 4t best, «
will not find follow-up oral discussions intended to develop speaking’
" skills very profitable. In short, all the language skills stand to benefit
from the addition of a systemdtic approach to the development of the
] reading skill. In the following pages three components of such an ap--
L proach are presented. - . |
D Posltive correlations between reading fluency and vocabulary size
' are regularly reported in research on reading.! It should nt be af all
N surprising, therefore, that students tl,wmse'_l‘vos rate vocabulary dificul- R
S ties as their biggest problem in learning to read a foreign language.?
o~ Among reading specialists, the deficiency that second langusige
| \A. students find so troubling is widely referred to as an “inadequate sight ‘
|+ 'vocabulary.” Sight words are those which a reader can recognize “on o
sight,” efther within context or in isolation. The most efficlent way to !
‘expand a student’s sight vocabulary is through direct instruction.

f

ot Ao Bt e 2 bl 1 £ SRl R e ik TN i AT s s dE §

%
AN

“

& L. .
T 1 L YRR S G- OO UL I JOU o VR IPIeS

!

l1s —_—
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Sight words are best taught prior to rather than during or after
reading, since unfamiliar words are obstacles to comprehension. Re-
moving these stumbling blogks enables the reader to spend less time in
dictionary consultation andt more in concentration on ‘an author’s
thoughts, The conimon practice of giving students a list of isolated

words to look up as they read is. definitely not recommended. »
. The following steps are recommended for teaching sight words.

After new vocabulary items have been presented on the board or in a

handout, they should be uded orally in context and their meaning should
.. be explained and discussed. Students should also be encouraged to use

the new words in sentences. -

Since sight words are rarcly lcarned after one or two exposures,

they should be reinforced following cach reading assignment. Rein-
. forcement may take the form of vocabulary exercises or ungraded tests,
" word games or crossword puzzles (preferably student-prepared ), and/
.. orwriting aetivities that require use of thenewly learned vocabulary— - -
t Another means of developing sight word knowledge that is particu-
laxly valued by specialists is self-selected reading of materials yaitten
- at the reader’s independent reading level. These passages are ofiCs stu-
. dents are able to read on their own without special assistance from a
teacher, Sight word review can he ensured by providing selections deal-
ing with themes and topics that have been covered in class and by
allowing students to reread favorites read earlier. |
g Reading practice with materials that arc well within the students”
grasp will help develop their reading fluency as well as strengthen word
knowledge. Such reading experiences also serve to reward students for -
their efforts to improve reading ability. .
Since forcign language teachers e themselves skilled readers in
two or-more kinguages, they are often unable o understand fully the
struggles and frustrations that their students expericnce in learning to
read. The following reading passage has been especially devised to
]wif) teachers gain empathy for their students. Tt is’ designed to help
illustrate problems inherent in reading a test containing muny words
that are not casily recognized on sight.
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nler Wabieno lead thuh phyte phor tacks braxe phor|stait biznusmuhn

. whooze prauphitz halve bin sclascht biekuz ov thuh enuhrjee chryssusse,
Uhthur kuhnsyrnde sytazunze dgoined hym yn diemandelng ymiedyate

rheléaph phor psutch pursonze. “Theings alite knough kwyte tuph phor '

« amhl ov tish vi hour Ivne ov endhevubr,” hie kuhmplaned;“stynsce phyool -
1z knough att psutch-uh priemeiyuhm, thuh kroudze dgust ahrnt kumeing
leyc thae yuste tue. Thatt pspelz iflawsuhz, yew gno. Thattze hwaye

thieze phoxe ahre hier.” ' -

.

.

Readers who succeed in making sense of the “phische-pharme”
passage despite an inadecuate sight vocabulary do so by putting their .
-word jdentification skills to work. These skills are strategies readers use
to understand printed words that are unfamiliar. With a knowledge of
word identification techniques, students can expand their reading
.vocabulary on their own and thereby gain greater independence as
readers. ‘

-

l;hc‘)fnic Aﬁaly;is

: .

This word identification technique is useful when sight word is not
recogriized immediately or when a word in the reader’s oral vocabulary-----
is encountered in print for the first time. Phenic analysis involves apply- |
ing the rules of letter-sound correspondences to determine the pronun-
ciation of @ word in the reader’s listening or speaking vocabulary. Pho-
“nic analysis also is uscful for transférring new words acquired through
other word identification techniques to the reader’s active speaking
vocabulary. The most generalizable sound-symbol correspondences can
usually be introduced within the first few weeks of beginning reading
instruction, The less widely used rules and exceptions ure best taught
.as the need arises. ' ‘

. . Morphological An;dysis

Perhaps an even more uscful word identification technique for for-
eign_languugé students is m()rplm]ugicul,aumlysis. This terni refers to -
 the ability to identify unfamiliar words on the basis of word form clues,
Morphological analysis can be applied to cognates and to words with
familiar prefixes, suffises, roots, and inflectional endings. . '
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Cognate Recognition

Cognates are words in different languages that are similar in meaning
and/or spelling. For example, French and Spanish cdgnates of the Eng-
lish word “curiosity” are respectively curiosité and curiosidad. Since
inany cognutes are not spelled exactly the same way as their English
counterparts, patterns of cognate correspondence will need to be taught

to facilitate recognition. If a reader has learned, for example, that many

verbs ending in -fenir in French end in -tain in English, it is then easy

~ for students to determine the meanings of verbs such as obtenir, con-

tenir, and maintenir. _ .

A four-step procedure for teaching students to identify the mean-
ing of cognates is as follows: (1) Introduction. Students learn the con-
cept of a cognate by calling their attention to the words in a sample text
that resemble English words. Selected sample words are then used to

~{llustrate the more common systematic variations in spelling that exist

between the two languages. (2) Controlled practice. Special exercises

- should clearly illustrate the spelling rules that have been studied. (3)
_ Practice in context. To facilitate transfer to regular reading situations,
“students ave asked to read selected passages with the single purpose of
_identifying cognates. For.junior high students, this skill development

activity may be presented in the form of » “Cognate Race.” The student
who fs the first;to find all the cognates is, declared the winner. (4) Fol-
low-up. Whenever new cognates appear in a reading lesson, students are
encouraged to use morphological analysis to work out their meanings.
They are also reminded to check whether their guesses make sense in
context. Students should learn to check’ context so as to avoid being
misled by false cognates (words for which meanings have diverged
although spellings have not). '

As their stock of sight-words increases, students can begin to make

use of it in analyzing the structure of unfamiliar words for familiar -
“parts. For example, a readler who is familiar with le dos and le genou

could use that knowledge in reading the following examples to deter-

_ mine the meaning of s'agenoullla and le dosster: Elle se- pencha sur le

dossier de ma chaise. / Il sagenouilla dans Péglise. The teaching of reots

and affixes can be done informally us words that lend themselves to

structural analysis appear in a given text.

11
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.Contextual Analysis
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Another powerful aid to vocabulary expansion is the use of contextual .
analysis. This term refers to a reader’s attempts to understand the mean-
ing of an unfamiliar word by searching the surrounding context for
semantic and/or syntactic clues to its identity. Unlike,phonic and mor- -
phological analysis, which deal with teachable and transferabldrules . ..
and generalizations, contextual analysis does not involve a set of rulés -
«  that the reader must learn to apply. Contextual analysis is a mind set, a
- way of behaving toward reading. What the reader must learn to de-
velop is a cue-search.ing approach to reading. . _ _
~ One way to foster the cue-searching habit is through daily or”
weekly exercises that require an interpretation of nonsense words.

# 1. Luc est[mirté]parce qu'il a mangé trop de pommes.| Mjrté veut
[ dire: (a) content, (b) gourmand, (c) méchant, (d) malade

9. Tandis que tu tennuies & la campagne, moi, qui’ aime les umd="""

. maux, fe m’y[crénis)/Se crénir veut dire: (a) samuser, (b) se

fatiguer, (c) se plaindre, (d) pleurer '

>, Practice in using context should also be made a part of every read-
ing lesson. When the text is previewed prior to the lesson to identify
vocabulary for preteaching,’a careful examination should be made of .
~ the context in which egch unfamiliar word appears. For words that are
located in a rich contextual setting, direct teaching should be bypaqsed'
in favor of requiring the students to use context to figure out the mean-
. ings of the words for themselves. ' ' .

While a good sight vocabulary and well-honed word identification
skills are important in reading comprchension, word knowledge alone is
not sufficient for aél@quate understanding of written discourse, The

, comprehension of sentences and groups of sentences requires an under-
”* standing of the relationships between the words in a sentence and the -

| sentences in a paragraph. | -

S The traditional tool for developing and assessing understanding of

B sentences and paragraphs is, of course, the oral or written question,
Usually content-oriented, the function of questions is to find out what-

the reader has learned from the text. The comprehension actlvities that

I will suggest here tend, on the other hand, to be more process-'oriented‘

They are designed to give students practice in sentence and paragraph

o  reading strategles. that will be useful in understanding many different

‘ 11 .
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kinds of content. By combining process-oriehted exercises and content
questions, teachers will bé able to get a more complete picture of a
reader’s r:m,nprchension skills than would otherwise be possible.

Sentence Comprehension

Students can demonstrate their sentence reading ability by matching
sentence halves in a meaningful way. The example below shows how
 this technique could be used to assess compr ehension of sentences from
the “phische-pharme” passage.

e

Example
1. Theings ahre knough a. yn diemandeing ymiedyate rheleaph
kwyte tuph phor psutch pursonze.
2, Thatt pspelz llawsuhz b. phor awhl ov ush yn hour lyngbv end-
3. Uhthur kuhnsyrnde hevuhr.
. Sytazunze djoined hym C. yew gno.

__Sentence undexstandmg can also be demonstrated by matching .

sentences that go “together. A" dialogie i situgtion s {Hustrated-below.!
Items on the left are listed in sequence. The responses on the right have

been randomly oidered. The rea ler’s task is to reconstruct the dialogue." SRR

in a meaningful fashion. In exercises of this sort, all pldusﬂ)le answers
should be given credit. Answers are indicated in par entheses. -

Example -

1. Alors mon vieuz Danteuil, A. C'est difficile a dire, j'al beawcoup
qu'est-ce que tu penses du aimé Fez et Marrakech,
Maroc? (B) B. C'est un-pays magnifique.

2. Qu'est-ce qui t'a faut cholsir C. Oh, je ne sais pus, C'est trés différent.
le Maroc? Tu n'en as /mnals D. J'airecu une invitation de mes cousins
parle. (D) de Marrakechs *

3. Tuyesallé seul? (I") E. Non, avec les deux Berthier, en 2 CV.

Ca nous a pris quatre jours,

To help readers break the habit of reading sentences as though
they were mere strings of isolated words, exercises such as the following
are useful. The reader’s task is tp identify the anomolous word in what
would otherwise be meaningful sentences: (1) The next day step she.
got up and went to school carly. (2) He looked for under his friends.

(3) Julie invited her Lrother six to join. ther,
A student’s sentence-reading ability can. also be strengthened

through prattiee in building ser’rnces from given words and phrases,
B4 ' ’
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In one gamelike exercise that has proven popular in junior high ag well __.
as In college classes, students are given an envelope containing word
cards which®they reariarige to produce a syntactically und semantically
acceptable sentence. Capitalization and punctuation cues are included
on the cards so that the beginning and end of the sentence can be
easily. determined: | buildin practice] [sentence] |develops|
[sentences|’ [in] [sense] [readers|. When very long sentences are
used, the unscrambling task will be more manageable if the sentences
are broken down by phrase rather than word by word. In smell classes,

. the teachér may wish to check each student’s work, but if classes are
large, the instructor may choose instead to include an answer card in
euch envelope. Since more than one_plausible sentence mfght be pro-
duced with any set obword cards, all possible correct responses should
be listed on the answer card. : .

After the sentences are checked, students reshuffle the ca:ds, re-
place them in the envelope, and pass them on to a classmate seated in
another part. of the room. The same procedure can be continued until
every student has worked with every set of cards. |

<

-

——

" Patagraph Reading

——

One way to check students’ ability to understand discourse of paragraph
length is to insert nonsensical clause or sentence into a well-con-
structed paragraph and ask the, sthdents to underline or cirtle the state-
ment that does not fit within the context of that paragraph.

Paragraph uuderstanding frequently hinges on the retder’s ability
« to relate anaphoric terms to the appropriate referents. Apaphora ate
grammatical substitute®for a word or gronp of words used carlier in &
text. When anapbora may he a source of confusion in a critically im-
portant paragraph, sturlents-can be instructed to number them and then
. write the number of each over its aitecedent. This labeling task enables
students to note the relationships betsveen the anaphora and their re-
ferents that might otherwise be missed. ,

Noting time relationships is one area of paragraph reuding where
foreign langnage students show particular weakness. The problem lies
in their failure to read tense markers in verbs.® Mddified cloze exercises
can be used to correet this reading problem. Three to four tense options

Ly e
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 for selécted verbs in a paregiaph-length passage are presented i a
* multiple-choice format. As gtudents 18ad the passage, they are_to circle
- the most appropriate tense for each of the test verbs, THE passage will

be easier to read if the options are stacked onc or: the other rather than

listed from left to right: !
’ didread
: As students  read  the passage, ther 1 are to circle the
will read

most appropriate form of the test oerb.

Sensitivity to organizational clues is also important in paragraph
reading. Good readers are always ort the alert for transition words and

other connectives that show how the ideas in a paragraph are related -

to one another, One way to make students more aware of organizational

cues is td extract key connectives and list them at the beginning of the

passage. After students have read the passage in its mutilated: form,

they are to reconstruct it by replacing the brgdnizational cues in a
sensible fashion. .

Paragraph-building exercises provide another means of heighten.

-ing awareness of organizational cues. Students are given a series of ran-

domly ordered sentences which they form into a logically arranged
paragraph, Credit should be given for all plausible constructions which
show that the reader is able to make sense of the text. The skill- bui]dlng

activities thatave-been described here-will be more beneficial to the

students If they are cPscly tied to regular reading assignments rather

than presented as isolated exercises that are unrelated to reading prob- -

lems the students are facing in their duily hémwwonk

In the well-balanced leadmg program, content-oriented reading
and skill dcvclopmont work are mutually reinforcing, Basic skills
Jearned and practiced in exercises especially ‘designed for skill building
are transferred to reading assignmests where they are refined.

v
1Y

L]




w e - - T e P

L] ’ PR

Teaching\basic reading comprghension/Greenewald "109

: B
P \ : Notes . ’

1. See, for example, Dale D.\ohnson and P. David Pearson, Teaching Reading Vocabulary
. (N'ew York: Holt, Rinchart,\1978).
2, Carlos A, Yorio, “Some Sun;})ccs of Reading Problems for Foreign Language Learners,”,

Layguage Leaming, 21097W, pp. 107-15. + .

3. Testqdapted from a course Eaml(mt by K. L. Dulin. University of Wisconsin, Madison,
The couventionglly spelled version s, as follows: “At a recent meeting at the capitol
here in Madison, a number df legisktive issues were discussed. All dealt with tourlsm
in Wisconsin. Cliff Carlson, who owns a small fsh-farm near Wabeno, led the fight for
tax breaks for state businessmen whose profits have been slashed because of the energy
crisis® Other concerned citizeys joined him in demanding immediate relief for such per-
sons; “Things are now quite thugh for all of us in our line of endeavor, he complained,
“since fuel is now at such a preminm, the crowds {ust aren’t coming like they used to.
That spells losses, you know. That's why all these folks are here.” _

4. All test material is from Marilynn Ray, Marie-Antoinette Liotier, and Pierre J. Capretz, -
ALM: French, Lecel Three, 2ad ed. (New York: Harcourt, Brace, 1971). ,

5. June K. Phillips, "Sccond Linguage Reading: Teaching Decocling Skills,” Forelgn
Langyage Annals. 8(1975), pp.{227-38. ) v i "
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Com prehensmn o
‘ff?iome Research Results
~ Alice C Omagg{ . : .
Center for Applted ngmsttcs J RN N \ ' .
,, . R < \ . | :

’ . ¢ S ] \l '
0 Most foxeign ]anguagc teficlersagsume that visual aidsshave some bene-
ficial effects on seeond language ledr ning.! Various suggestions for uising
‘visual mater ials can Be found in most methods texts, and coyrses on
&Ll audiovisual instructional techmques are_fundantental to)many £01eign
" ]anguage education progra¥. Orie criterion for textbook selection i
often the*extent to which the book fs illustrated with coloiful photo-
gralﬁhs and fmaginatiWesdrawings. Moreover, iMterestein the lemmng
styles and prefcierices of individual students has led for eign lapguage’
educators to consider the par ticular benefits gf visual support for théir
- eye-minded sfudents. In an article on learning resources for language
teadhers, Harry Tuttle attests to the profession’s assumptions about the
, usefulness of such aids: “F arcign language students can beriefit from
many types 0. visual matenial . . . the still or ﬂat pactme can p1ove to
e 4 rich resource in the foreign nguage classroon," .o
~ Little experimental evidence hits been obtained to validate TFuttle’s
assumption. We have virtually no empikical basis f01 pr omotmg the use
of visuals as aids to compr chension in the second fanguage; fn fact, we
know practically nothmg about how studerits benefit (at all) from
visual materfals. ~- .. 4 .
«, The lack of research knowlctlge about the‘eﬂcct of visual alds ef-
3 ‘tends into the area of readitig comprehension in thie, fmtwe ]unguage as
* wil-as In the foreign language. The extent to which visual materials
- enhanice ‘reading comprchension among young learners in. thelr first
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.~ imagery, contribute to the text, ensure meeningful feadfng, and add to

‘e yows latet, little progress has been made-in clarifying their role. In a

Pictures und reading comprehension/Omaggip 111

» . L
language is still to be determined, even theugh interest i the question -
* goes back many yeavs. In 1936, Bess Goadykoontz discussed the role of
pictures in first language reading comprehension; she remarked that
although pictures were supposed to “enrich experience, supply visual

’ . [ . . . [']
.. undlerstanding and pleasure,” the specific contribution pictures make to
3 . 0 ¢ . R
seading comprehension had not'yet been clearly identified.® orty-three

~recent article reviewing the gJiterature on beginning reading, Samuel
Weintraub notes that most S'gldi(‘s on the role of-illustrations in readers
never really treat th(_*P]uestion of their specific-utility as aids to reading,
He comments uli'ér‘il;sc\'vrul stndies that appear to address this issue and
goncludes: “Noné_of these studics gives us the final answer or even
) pl‘é\'jd@.«f direction.™ " | .

- "Iu terms"of second language comprehension, reason exists for con-
jecture about the total effectiveress of the picture-as g means of con-
\'vyil'lg specific meaning, Tard? 1ﬁ3i11ts.out the various ambiguities and
possible interpretations that ean e attached to even the “clearest” of
\'isu'ul mutvl;iuls; in his estimation, any attempt to Jimit students’ inter-
prctutiéins of a given picture toa singl'c meaning is more or less “doomed -
to failore.” o ' '

- J«dots not follaw, of course, that foreign lzygnugu teachers sﬂl'noul\d“‘r o

» stop Using pictorial. support in their classroomy jusp because they lack -
evidence for.the utility of visual aids in language instruction, Many

. quqs‘,ti(msm‘]utmg to the role of visual materials in language comprehéns '

+ gion evidently remain nnanswered. In order to elucidate the, possible
contribution pictorial aids make to tl‘l‘(‘ ]nngu‘ugc acquisition process, a.
series v dafi-hased studies i necessary, Specifically, we need to de-.
’lv'rmin(‘ the elfeets of vishals on both listening and 'rmdi'i]é comprehen-

Sion, as woll as on vocabulary learning in both the first and second lan<
guage. Cia:ssi;ﬁmtin'h schemes, need to he pl’("p.all"(.‘d to definc visual
materials acvording to type and function, The yele of size and color in
visual materials should be determined, as should the differentitl effects
of pliotographs. cartoons and line drawings. Studies shonld be designed
ta dv't_urmil-i(- the éffects of quuk:ncing aid integration ot visuals within
textual materials and to. examine the relevance of illustrations to the

~content of the passage. » ' o

»

[

@ 2 M e b S e s A B

T, PR v




-

-

i

- B -

112 Teachingthe Basics in the Foreign Lnaguage Classroom "

In 1976 u study was conducted by the author rélating specifically
to the effeats of several types of plctonal contexts.on reading compre-

henslon mieastres in beginning college French. The followmg section -

of this essay plesents the results of that research.

" Related Research

13

for-an approach to reading in the second language classroom are: (1)
the nature of the reading process; and. (2) the role of context and or-
ganization in language comprehepsion.

In Goodman’s view, leﬂdﬁ&lb a selectlve process in which the
reader uses his knowledge of the language to associate graphie . . to
syntactic, semantic, and phouological cues.® He does this 1 lecod
the graphic cues he selects, storing them, and subsequently te. 1
associating them with future decoded selections. Frank Smith hypu.e-
sizes that the efficient language user will take the most direct route to
his goal of comprehension by sampling pieces of language, predicting
structures, and testing them against the semantic context already built
up from the prior material.” The reader then confirms or rejects tese
hypo*heses as further language is processed. According to Catlos Yorio,
the factors involved in the native Janguage reading process include:
(1) knowledge of the languige; (2) ability to predict or guess in order
to make correct choices; (3) ability to remember the previous cues; and
(4) ability to make the necessary associations hetween the different

cues gelected ? : . .
In thie foreign language reading process, however, these factors are

modified, Because the reader’s know ledge of the target language is less
perfect than that of the native speaker, the guessing or predicting abil-
ity necessaty to pigk up the correet cnes to meaning s hampered. Fur-
thermore, wrong or uncertain choices of cues make associations be-
tween the previous material and the ongoing discourse more difficult.
An additional problem arises $hen lack of training dand unfamiliarity
with the new language shortens the memory span for foreign language
materfal, A final factor to consider is that at all levels and at all times,
there is interference from the native langnage.”

The foreign language reader is therefore at a disadvantage for sev-
eral reasons. Rather than rcgu]liug words and phrases with which he is

-» T I L kit A CARE S i £

Two areas of the theoretical concern that have important implications
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familtar, the reader is forced to remember linguistic clements that he

knows imperfectly or not at all. This act will cause him to forget those

cues to meaning much faster than he would in his native language. In
addition, the second language reader must simultancously predict fu-

ture language elements and make associations with past cues—a slow , -

and painful process for many readers “inexperienced in the second
language. .

Yorio supports his view of the modified nature of the second lan-
guage reading process with data collected from a questionnaire adinin-
istered to thirty students at the English Language Institute. Respond-
ents reported that they felt they understood what they were reading
while in the process of reading it but that they casily lost the thread of
the passage, forgetting what went on before as they processed the next
sentence. The learner is apparently handicapped by an overload of
tasks: remembering what has already occurred, predicting the next
events, and -tying the two together. Concentrating on one of these
processes interferes with adequate completion of the others.

If, as Goodman and Smith suggest, reading is indeed a hypothesis-
testing process in which the reader selects clues to meaning and makes
predictions about ongoing events in a passage on the basis of these
selections, then jt seems reasonable to suppose that the provision of
supplementary clues (such as pictures) would aid the reader in the
task of comprehending the fareign language. This ussumption would be
especially true if a picture or set of pictures were to provide a concep-
tual basis for organizing the linguistic cues to meaning, In that case,
the reader would be better prepared to make predictions and to for-
mulate hypotheses when encountering unfamiliar words and expres-

sions in a passage.* .

The role of contest in comprehension has heen illustrated by psy-
cholinguistic studies. During four experiments in listening comprehen-
sfon in the native language, Bransford and Johnsou showed that 'com-
prehending prose passages is facilitated greatly when appropriate con-
text is provided.” In all four studi'os,.subjocts who were supplied with
contextual pictures before hearing a passage had significantly better

“recall scores than did subjects who were not providcd with a context

or who were provided with one only after hearing the passage. The

“subjects with the pictures also rated the listening passage as highly

‘ Y
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comprehensible, whereas those without pictures found it very difficult
to comprehend. Bransford and Johnson felt that their results showed

It one generally charficterizes comprehension as a process requiring
approptiate semantic ¢ ¢Kts, then the ‘conditions undex which existing
structures become activatdd are extremely important, 1f a passage coes
not provide sufficiefit cues about its appropriate semantic context, the
subject s in a pyeblem-solving situation Tn which he must find a suitable
. organization of his store of previous knowledge.!! e
“ .

Becauge foreign language learners are often asked to read and

listen to unfamiliar, difficult, and unpredictable material, they will most

likely fail to comprehend a passage unless they can find a suitable con-
text or organizational’scheme. Additional contextual information should
make the comprehension. task casier by providing such an organiza-
tional scheme for the passage as a whole, Although a situational pie-

- ture does fot serve as a translation, it can give the reader certain indi-

catlons about the relationship of gvents occurring in the passage. Un-
derstanding such relationships enables readers to make better predic-
tions about what will occur and_eliminate,various hypotheses that
would mislead them if such a context were not provided. The experi-
ment describéd in the next section is designed to provide empirical
support for the foregoing hypotheses.

The Exﬁeritﬁent

In order to determine the effects of certain types of pictures on reading
comprehension in beginning French, a study was conducted in which
six types of pictorial contexts were used as advante organizers for a
test pissage. Four of the pictorial contexts are depicted in Figures 1-4.
Figure 1 represents a flashlight, an object directly related to the theme
of the passage and representing the title of the story. This picture was
chosen to see what effect, if any, a single key object depicted without
additional contest had on reading comprehension measures. Figure 2
depilets a scene from the beginning of the story; it represents the action
narrated In the opening paragraph but dloes not depict events beyond
this introductory matter. In Figure 3, a deene from the main p(nftion of
the story is shown. Figure 4 depicts a scene from the end of the story.

»;ﬁ"‘i"
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.- Two other picforial contexts were used in the experiment: no picture
was provided in one of these conditions; in,the other, students saw’
Figures 2,-3, and 4 together. : . "

s A 6X3 factorial design was used in the study. Of the eighteen
{ treatment groups (N = 664), six read the text in French and six groups
fead the same story in English. The remaining six groups had no text
to read. The 233 subjects for the six French treatment groups were
enrolled in French 102 (second quarter, beginning college French se-
quence ). The six groups in the Ehglish textual condition provided in-
formation about any differential effects the pictures might have on’
-~ comprehension in the native language. The six groups with no text
,provided data about the amount of information available in the pictures
_ themselves without benefit of the accompanying written story. -

- Comprehension was tested in two ways. After the students read
the passage and/or looked at the pictures, they were asked to take ten
‘minutes to write a resumé of the passage in English, recalling as,many
facts"as they could. (This recall meastre was scored by tallying the
number of facts and legitimate inferences students made from reading -
the. story and/or examining the pictures. The list of acceptable facts
and inferences was generated from the simple propositions underlying

" each sentence of the passage. Interrater and intrarater reliabilities were

99 and: .08 for these tallies. A third tally was kept of all falsehoods and -

unacceptable inferences reported in the resumé. ) .

- After the resumé was collected, students took a twenty-item true-
false/multiple-choice test that examined their comprehension of se-
Jected facts and inferences from the passage. Test reliability for this
recognition knowledge measure was .92, | )

The story itself was a 650-word passagé-adapted from Sempé and

Goscinny’s reader, Joachim ¢ des ennuls, and entitled “La Lampe de

poche” (“The Flashlight”).1 No title was provided in the experiment,

however, because we have evidence that titles may serve as advance
organizers and thereby enhance reading comprehension scores. A mini-
mal number of lexical items and structures were glossed marginally in

English to ensure that the text was at the appropriate level of difficulty
- for )rench 102 students. .

The text used in the English textual conditions was a translation

(by the researcher) ‘of the story given to the F rench students. In all

X
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three textual c¢onditions, students saw one of the pictorial contexts de--
scribed above. Pictures, drawn from illustrations in the text by the
researcher, were reproduced on duplicating masters and attached to
the front of the two-page reading passage in the twelve textual con-
ditions; in the six treatment groups where no text was provided stu-
dents were given one of the pictures or set of pictures without any
attached reading passage. T
- For the English and no-text conditions, Psychology 100 students
who were not presently enrolled in French:were obtained for the ex-
_ periment and assigned randomly to-treatment groups. After the sub-
jects were given fifteen minutes to read the.passage in the English
groups, they wrote.a resumé in English and took the objective test.
'[‘_he students with no text were asked to look at the pictm'e(s) and
write a story suggested by the visuals. They also completed the twenty- '
item objectiv e test after the resumés had been collected. )
' In the French groups, the reading passage was scheduled into the
course syllabus by the French 102 coordinator. All instructors received
detailed instructions about the experimental procedures and were asked
to adhere to the time schedule and to follow directions explicitly,
Pictorial treatments were assigned to cach of the cighteen French
classes (six groups of three classes cach) by means of a yandom nuim-
bers table. Students were given fifteen minutes to read the passage,
ten to write the resumé in English,.and tén to complete the twenty-
item objective test. '

“

Analysis and Results

The obtained data were first submitted to a series of multivarfate analy-
sos of variance (MANOVA) to ensure protection against alpha error,
Scores for the number of facts, inferences, Falsehoods: and a total re-
call score were recorded for the resumés. Scores for the muttiple-choice
test and the true-false test, as well as a total recognition score, were-
also recorded. Table 1 summarizes the results of hoth the inultivariate
analysis and the follow-up univariate analvses of these scores. [F-ratios
are significant at the .001 level., ‘ '

An examination of the group means for hoth the recall and recog-
nition measures shows that the varions picturcs had differential effects
on reading comprehension in both the native and the foreign language.

13
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Scores on all the measures for the English text show no significant dif-
ferences between groups, suggesting that the picturés did not differ-

.. entlally affect reading comprehension in the native language. The

scores were significantly different, however, for both the recognition .
and recall measurds in the French groups; that is,. different pictures -
had different effects on comprelrension. The best scores were obtained
when students had the prethematic context to look at (see Figure 2).
The lowest scores were obtained when there was no picture,

An analysis of variance on the error scores obtained from the

- resumés was also made, Tallies were kept of all’ thé erroneows state-

ments students made wher. summarizing the story in English, and there

~were significant”differences (p<.001) among the six pictorial condi-

tions for these tallies. The average number of ervors made by students :

'1eading the text in their native language was less than:one per cori‘lpo--

sition. When stullents read the same text in French, however, signifi- .
cantly more errors were committed when students had no picture or
wlien they had the single-object drawing (Figure 1) than when they
had other pictmes to which to refer, The lowest number of errors was
committed by students having the prethematic context (Figure 2).
This result is consistent with the ﬂndmgs on the recognition and recall -
tests.

Table .
Sumrmrv of Analyses of Variance

. - forTotal Recogmtmn and Recall Scores B VA'
Mut*lvmiate F-ratios Unlvartate F -rat[os
) - Recognitlon .
Source Codf, F Source df  MS F
Pictorial (10:'1290)° 4.34c  Pictorial contexts 5 23.47 '5.,68¢
contexts v Text 2  7027.56 1699.97¢
Text ( 4.1290) 693.10¢  Pictorial context 10 9.53 2.31b
Pictorial (20.1290) 3.08c  Xtext
context X Error ‘ 846
Text ‘ Recall N
Pictorial contexts  © 5 329.80 449¢
| Texts 9 10058250 138091
ap < .05 Pictorial contexts X 10 44241 ,  6.03°
bp'< .01 test '
- op <.001 Error 646
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Discussion . g

* The results 6f this research indicate clearly that the differences between
pictorial conditions depended on the language in which the text was

»  read. Differences between scores were significant only when the stu-
dents were reading the text in the foreign language. No significant
differences were found among the six groups reading in Enylish or
among the groups having no text to read."Only in the second language
context were significantly different scores obtained with the differgnt
pictorial contexts. The research results can be summarized as follows.

-» o A picture of some kind had a significant positive effect on com-
prehension of the text, but only when the passage was read in
the second language. Of all the pictures presented, the one that
was most helpful was the scene from the Beginning of the story

. (Figure 2). This picture may have been the best visual aid for

* several-reasons: it was informative enough to contribute cues
to the overall, general meaning of the story without being con-
fusing; it depicted events from the beginning paragraphs, which
helped the readers organize their existing store of knowledge
before reading the opening sentences; it provided a general
context to the story, which helped students avoid making\'wrong

_ or uncertain hypotheses about the events occurring in the pas-

sage—that is, the picture may have helped students guess the

. meaning of words and structures with which they were un-
* familiar. - : : o
¢ The data also suggest that all pictures are not equally effective
in enhancing comprehiension scores in the foreign language. Al-
though having a pictuge of some kind was better than having
none at all; thc'onl'\' picture that madle, in and of itself, a signi-

‘ ' ficant difference in comprehension scores was the prethematic

contest (Figure 2). None of the other pictures contributed very

. much to the understanding of the sory as measured by the re-

| call test. Perhaps these pictures were relatively ineffective for,

s one or more of the following reasons: they provided cues to

| events occurring late in the story and therefore failed to suggest

an organizational scheme for the opening pumgruphs;‘ they pro-
vided too many additional cues and were confusing: the single-

«
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: ‘ )
object visual contained too little contextual information to help
subjects understand the story. It seems that the best wisual is a
‘ general picture, preferably from the beginning of the story. .

. ® The lack of signfficant difference among scores within the Eng- *
lish-textual conditions suggests thdt, for a relatively easy text
in the native language, pictorial aids may. be superfluous.

¢ The results in the six groups having no text to read suggest that,
at least in this study, it was not possible to “read” the pictures
and score well on the criterion measures. Subjects with no text
¢ould not score above the chance level on the twenty-item test,
. and even the group with all three contextual visuals still could
not report more than six or seven facts about the story on their
. resurnés. These data suggest that the pictures, in and of them- |
selves, did not give students pertinent factual information about
the content, The advantage of having pictures must have been '
due to the fact that they served as advance organizers of a-
* / gencral nature. ‘ ' '
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- . Conclusions ’

The results of this-study inclicate that the choice of Adsual aid is im-
portant when illustrating reading passages in the second language. A
.visual context that is gencral in nature and that provides information
which can be utilized in the comprehension of the beginning para-
graphs is most likely the best choiee. It is important that the picture
chosen to illustrate a passage does not give too much, information about
the story content at once.'A “busy” visual miy contuse students. On
the other hand, a sipgle-object visual aid may not be very effective in .
enhancing reading comprehension for a passage. People, obfécts, and
- events need to be depicted jn some relationship to one another if the
visual aid is to he of any significant help to the reader. |
_ This study is only one of many needed to clarify the role of visual
. material in language comprehension, If these results are replicated, one
can derive several clear implications for teachers and* developers of
teaching materials. o

1. One should be cautious about putting a great deal of faith in
the power of single-object drawings to aid learners in ta§k§ re-.
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sumption, and this may be as it should. T hope, hq\yever, that more
research studies will be designed to help us clarify and support those
intuitions. In the domain ef pictorial aids, many questions remain to
“answered; the Janguage lewmer can only henefit from further ex- .

be

ploration of them. »
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quiring comprehen'sion of extended prose. I do not mean that
the single-object drawing is ineffective in vocabulary learning
tasks. Further research: is needed to clarify the role of such
pictures in that domain. ’ ' o

2. Textbook writers and publishers should carcfully consider the-
nature of illustrative materials used to accompany reading pas-
sages. A stmple contextualized visual showing objects, people,
and events in relatiénship to one another may be the Best choice.

3. Teachers sclecting textbooks and supplementary miaterfals
should examine critically-the photos and drawings in térms of
.their potential usefulness in comprehension tasks. Pictures:that
“set the scene” for a‘reading passage will most likely afford the
kind of visual support needed by the inexperienced reader.

Owr pmfession often operates on the basis of intuition and as-
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T ranslatlon |
A Step Forward or Back’ o

“Fritz H. Kbnig ahd Nile D. Vernon - .

University of Notthern Iowa

Translation and the Foreign Language Curriculum

¥ Most teachers will probably agree that the elementary and interme-
~ diate phases of language instrugtion should be devoted to the devel- .

~ opment of the four basic skills. A natural curricular break seems to

come after the second yeay in high school and after the' third or fourth

4 semester in college. Not many students enroll for composition and

conversation classes past that point. Since traditional courses n litera-

) ture, culture and civilization, and composltlon and conversation do not

seem appealing to.the vast majority of students completing those first

two years of study, something new seems to be called for in the for-

- eign language curriculum, '
A course in written translation, we submit, has , definite place in

. the hasic foreign language curriculum. Such a course: (1) “connects

target language and mother tongue; (2) refines reading and writing

skills; (3) raisos general awareness of language and ingreases sensiti- -
vity to it; (4) serves as a vehicle to the- teaching of enlture; (5) adds
‘an interpretive dimension to language learning: and (8) prepares stu-
‘dents in n meaningful way for the study and enjoyment of literature.
The purpose of this paper is to present just such a course as we have
devised it at the University of Northern lowa. Before coming to that
point, however, a few comments on the nfature of translation are in
order. We should also note at the outset that we are not attempting to
*_ develop a theory of translation.
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) What is Translation? -
. - ?

While the question sounds almost fhetorical, when pondered awhile

it loses its innocence, Some might say that translation puts something
.+ " said or written in one language into another. But this statement makes
Y no reference to form or style. A linguist n’l‘ay' consider translasion bas-
* jcally a decoding and encoding process. But this process evades the
aptions translators have, the choices they need to make.

Every written translation starts out with a reading of the original
text, Yet, this perusal is not réading fo! enjoyment,- information, and/
or retention, although all these elements may he involved, Translators
who know that they have to_tran.sla.te a given text will read- ilgitially»
for translatability. They will note potential problems and will attempt

. almost immediately to rearrange structures to fit another language. If, -
~- for example, obe were to ask someone with a good command of a sec-
ond language, without any hints heforchand, whether the text just
read would be casy to trarw]lﬂo, the person-can rarely answey without
taking a second look at the text. Or, conversely, if one were to ask a
translator who reads a text and knows she has to translate it whether .
~ the ?ext was enjoyable, her answer would be unsatisfactory because
thete is a specigl way of reading a given text for translation puyposes,
So far, "the/process is simple. One hundred percent of the input s
provided by sgmeone clse, by the author of the original. The reader
is not called ugfon for creative input. j
Just the gpposite is true however, when we write—encode—some-
thing; one hupidred pereent of the input is, theoretically at least, being
3 provided by Jus. We are totally creative. Yet when we translate, we
. obviously dojnot have tatal creative freedom. Much of the input, along 1
_ with limits dn the translator’s ¢reativity, is providéd by someone else: B
" Yet, it # not possiblé to have a final translation product that one
could' call “phjective.” Something drastic happens to an original text
- after its decpding: it goes through the brain of another human being—
| the translafor, that is. In this way, both information and form inter-
: mingle fregly with the sum of the translator's own knowledge, feelings,
14 attitudes, fmagination, and values. Some of these elenfents are,ndded

{ateptionally or unintentionally (mostly the Tatter) to the translation.
- Aher words, the translator not only acts as a catalyst, he or she
. o ' .
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1'24 Teachfng the Basws in the Foreign Language Classroom

- necessarily adds to or detracts from the original in both content and
form, The PlOduCt then, s sub]ecnvc and the entire process is vsually
referred to as "interpretation.” . : .

That term means that choices mvolvmg a basic selection of words
have to be thade: the English word “put” has, in most lapguages known
to us, five or six different me'mmgs WWhether the translator wants to
or not, he has to choose. Word order in Spanish, German, or Frenth s
+ very much different from that of English. The translator has to make
structural rearrangements and cholces, Idiomatic expressions add color
and life to a text; unfortunately, they seldom have exact parallels in
other languages. The tramslator must dedide whether to find an equiv-
alent or to circumvent the expression and ‘thus lose some color, Most -
texts are written in a ceértain style or in a combination of styles. To
K duphcate a certain level of style, or to write a, translation with any -
stylistic consistency, is the most difficult task of all. But it is obvious
what all these forced choices will do to the student-translator: they
will raise his or her language consciousness and awareness, resulting
iv a general sensitvity to that which is special and particular to a
certain language. The translator will see that one of the creative forces
of Gemmn lies in the fact that nouns cdn be combined in ever-changing

new ways that will have to be rendered-in English wnfh the help of a

clause. . <. : ~ -

In the opinion of many scholars, language and culture aré inex-
tricably interwoven. This view becomes \Er\' clear in classes on written
translation; as a matter of fact, we have often found that 50 percent
. or mote of a session i used to explore cultural implicationg, To begin
with, there s the rather simple problem of a word ih one 18guage that

dqes not have a precise equivalent in another (which, incidentally, does
not indicate that the meaning cannot be conveyed in a more circuitous
manner). For instance, in various Scandinavian nations, the boat is the
main means.of transportation, Boats are to thém what cars are to us,
eentral in their lives, often used as a symbol in literature. The word |
“boat,” theh, in any Scandinavian l.mg,uage will have to be rendered
in English with “bodt,” vet conveys to a typical midwesterner the
concept of leisure amal thus is quite removed from the meaning of the
original text. Translation requires o special aptitude and interpretive
]
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sensitivity; that is, imagination.and intuition not normally requirec in
language learning. T
. Refinement of two of the four basic skills (reading and writing)
is one of the major goals of a course in written translation, Therefore,
we- devote inore than fifty percent of class. time to ﬁranslating from :
. English irto the target 1a13gu.agé. What,then, is the goavl of translation~
from the target ianguage into English? ‘First, sfudents often gain valu- ‘
able insights into their own language. Second, translating into English
" adds significantly to the student’s ability to deal with translations from.
Engligh .into the target language. Third, we think fhflt- translation is  * 1
. mor~ than yefinement of skills, more than enhancing language aware- , - |
ness, more than a vehicle to’got cultural information acrpss; ‘translation”
wdds to listening and speaking, reading and writing, a fifth (and we ' |
Hesitate to say “stIl”) dimension: namely, the capability to .éonn'ect_' |
two _fangmages. This practi¢e results in an _in/terpretive-aptitude. What . |
/ - hetter preparation and training could there be fof. the: study of litera- "+,
. tire as @ work of art? And, of course, the ability to render something -
said or written in one language into another, conveying the same mean-
ing while striving for similarity in forni and tone is of increasing im-
portanze in a polyglot world with intensified international trade and™
‘cultmal exchange. | - . e
Tt should be clear that we refer mainly to the mechanics of written
translation in this .presentation although at times we approach, the
topic in general terms that seem to include oral translation. A]ﬂlof’l»gh
by definition related to the two other hasic skills, oral translation shoyld
have a role similar to that of written translation in the foreign language
curriculum. The primary’ emphasis in oral translition is on develop~ -«
. mend of Aueney and improvement of pronunciation. The “fifth dimens
sion” is alse present here=but in a different way. Formalistic and aes- .
thetie considerations are not present to the same degree as in written
translation: the yuality of individual choice is often sacrificed to the

need for Sp(?(’d.

L ’ : F
+

Written Translation at the University of Northern Iowa .
: T, ‘ s

General considerations have provided the focal point of our discussion
to this point. The remaining portions of this paper will be devoted to
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[

the course, “Written Translatien,” as we have dev;éloped and taught it

to upper level undergraduate .and graduate studénts ut the University
of Northern Iowa. _

Preliminaries -

The prerequisite for enrollment is successful completion of advanced.

third-year composition. Written translation is designed for a sixteen-
week semester, carries three unitgAf credit, and .may be repeated once
~a factor that has contributed greatly to the course’s success. Those

students enrolling for the fivst time are futegrated with those repeating .
it, as are the undergraduates with the gradugfes. Thus, the beginners_
learn from conrse veterans and have a positive example to follow, First-
, time studmits;;ﬁl'm'ﬁ'cvor, need to be assired that they are not competing

for grades with the expéiench students; they arc evaluated on their
individual pT'ogréss, \\fitll somewhat Tess expected of them. )

) \JQn_e oirtwo class periods are spent c]u.ring the first week dfscussing
translation theory. The most important points covered includ~! (1)
the relationship between the original svork and its translation in terms
of ideas, vocabulary, grammar, and style; (2) the translator’s limita-
tions and freedony, and (3) the_translatables vs. the untranslatable.

Materials and Timing ’ v

. [} . . .

Materials for the course include scholarly essays from journals; “how
to” articles from magazines and newspaper$; light or trivial contribu-
tions from social magazines .or newspapers; fact- or eventfeports, edi-

torfals .and opinion napers and magazines; and, -advertising from.

magazines und brochures. This list reflects not only the matetials used,
but also the order in which thev are given for translation, ranging from
least to most difficult. .
Because of their vocabulary, scholarly articles, although often in
fields about which most students have little knowledge, are by far the

easiest to translate. Translators rarely need to make an interpretation

of what the awthor writes and stvle is ot usually a variable. Translation

- of scholarly articles, however, does raise a question: Can onc'eﬂectivdy

» translate® something about which the tranlator knows nothing? Our

practical answer to the question is that we want it included in a 4rans--

lation course so that students can reach conclusions based on experd-
ence. “How to” articles, such as reeipes and hobby advice, offer some
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of the same obstacles as scholarly articles because they often treat toples
about which the translator may know very little. This material, none-

t' cless, many times is accompanicd by a text which may be light-.~
hearted in nature. Thus, the translator is faced with some problems of
word sclection and style adoption. In these articles, particularly in .
those dealing with recipes, clash of cultures may be a problem. A Vé‘ry
“big asset in the use of “how to” afticles is the practice they give stu-
dents in thé use of the impm'ativo‘.fm'ms of verbs. '

Essays of & light or trival nature, such as those which appear in
monthly social magaines orin gewspapers, have the advantage of often
being more interesting to the tranlator, treating a topic about which
he may have some knowledge, and giving him an opportunity to build
a vocabularysthat will have high frequency of usage. Three obstacles
are: (1) at times, needing to interpret what is meant by the language of
the originali (2) dealing with the variable of style; and (3) encounter-

’ ing more clashes of culturoes. en
" Factual reporting from newspapers and magaines is perhaps the
most valuable of all types of material for building a vocabulary of
high-frequency usage. In addition the journalistic stvle can prove difB-
cult for those attempting to use it for the first time.

Editorial writing is. the categorfy of material that requires the
greatest care in interpretation, hence in word sclection. Style can be a,
very delicate matter, since under- or overstatement can yuin an other-

wise .sound translation. This type of material demands the highest .|

degree of knowledge of hoth languages: hegiimers in the course should
work with it only toward the end of the semester.

Advertising, while perhaps the arca with the most practica] eip=‘
plication and “marketability,” provides the most difficnlt translation
exercise and should not be taken lightly. Not onlv does advertising
offer linguistic and stylistic challenges. but cultural considerations are
unavoidable, as is the psyehology of the field of advertising.- Again,
however, experimenting will this category in a translation course is
more valuable than staying away from it for fear of its difficulttics.

Procedures

¢~

“The ideal schedule for a course in written translation that must meet
' . . ¢ ‘e
for three hours per woeek is to comvene the class twice each week for
o ¢
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one apd one-half hours. Because translation is done in this course both
into English from another language and from English into the other

laimgttage, the two-day plan provides one class period for‘each of the

languages. Also, the one-and-one-half-hour period usually permits the
class to finish a project in one session, wheras the fifty- to sixty-minute
period of the three-day plan rarely does. ‘

If overlapping scheduling creates problems for students with heavy
courbe loads, the three-day plan is also workable. On this plan, three
profects are done in two-week cycles. In the first cycle, Project I (e..,
English to Spanish) is begun on Monday of the first week. If it is not
finished on that day, twenty to thirty minutes on Wednesday are used

~ for its completion. This practice then ullows hetween twenty and sixty

minutes on Wednesday for final discussion of Project I. On Friday of
the first week, Project II (e.g., Spanish to Fnglish) is begun, and
Monday of the second week is reserved for completion and discussion
of it. Project Il (e.g., English to Spanish) is begun on the second
Wednesday and is completed and discussed on the second Friday. The
following Monday is devoted to reviewing and analyzing the pr ob]ems
encountered in the first cycle. On Wednesday of the third week, a new
cycle is initiated. Postponement of a new cycle can take place any
time for the purpose of testing or of continued analysis of the preced-
ing one.

The length of the projects increases as the semester’ progresses. At

the beginning, the usual length is between 200 and 300 words—a total

that will double. by the end of the semester. This does not mean that
only short sclections may be used, Rather, only an excerpt of a selec-
tion will be requned for translation., Lmntmg the length at the be-
ginning has two reasons. First, it facilitates covering the material in the
sixty to ninety minutes of time allotted for each project. As students
learn to operate efficiently within the time structure, the length of the

project can be increased. Second, students who cannot do a good job .

on a short assignment wil] only multiply their problems on a long one;
thus, they become frustrated and lose confidence, We do insist, how-
ever, that students read all assigned selections in their entirety, even
though only a short excerpt may be required for translation,

The' same project s dssl&llé‘d to the entire class for translation.
Comparison and discussion of an individual’s translation is then carried
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out in small groups of four to six students each. The purpose of the
small groups is threefold: (1) less time is needed to cover the material
in a group of four to six than in one large group of fifteen to twenty-
five; (2) each individual can and must be heard from during the hour,
a practice the large-group strcture does not ensure; and, (3) the

small-group atmosphere can help the individual student to gain con;

fidence, since it is generally casier to demonstrate one’s work and fe-
ceive and give criticism in the smaller, more congenial setting, »

Comparing translations consists of all students in the group taking
turns reading two or three sentences from the material béing translated,
their trauslation of those same sentences, and then giving the other

members of the group the opportunity to read their versions of the

same portion or to comment on what they hear. A brief discussion

_usually ensues as to what versions are preferred and why: |

Beginning students tend to be hypereritical and to read different
versions which, in the final-analysis, differ only slightly from others
and are a matter of personal preference. The instructor’s task is to keep
this practice to a minimum, For the sake of time economy, he or she
must contimually ask students to cite only substantial differences.

As alternative translations of selections are read and discussed,
students are expected to make note of points they wish to consider’”
By the class period after a project is completed, each student {s to do
whatever revision seems necessary and to hand in héth the first and
reviseckversions. This gives them the ()1)1)()|'tl||-1il)r to weigh and incor-
porate the desived alternatives. Regiring that hoth versions be turned
in allows the instructor torevaluate how much of the translation wgs
initially conceived by the stndent and the d(‘gre(? of influence exercised
by the group. ' o

When cach group completes ils comparison of translations of a
project, it will spend whatever timerit has on the second day reviewing
the specific problems that arose with the translation, The following
class day, the groups are Dbronght together and each presents its list of
problcms for thesclass to hear and diseuss. The role of the instructor is
to moderate the discussion and, at, the end. add observations and con-
clusions. These discussions may focus on specific words or points of
granunar in the selection or may be more general, snch as treating
style, authorial tone, enltural clashes, and others, '

R4

P




TR P T TS T TS
- .

e

3
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Three or four times dming the semester, it may be desirable to
give the students a selection they have never seen apd ask them, with
the aid of dictionaries, to do a spontaneous translation, A class discus-
sion of the problems encountered should follow.

In addition to the translations done by the entire class, each stu-
dent is required to submit two individially chosen, instructor-approved
projects. These are to be pyepared outside of class and turned in during |

- the final month of the semester. One individual project is to be trans-

lated into English, the other into the target language. Both the rough
draft and the final version together with the original must be submitted,
Requiring both versions gives the instructor some assurance that the
student has worked alone during at least part of the process. -

Testing in this course is a debatable matter. Whether to test
formally at all and the type of test to be used depend on the lével of
student for which the course is designed and on the instructor’s objec-_
jectives. When offered on the high school level, the objectives of the.
course might be enriching vocabulary and refining use of grammar, If
such is the case, testing can be objective. Vocabulary “inventories” can
be taken casually after one or two projects are completed. Instructors
can employ a game setting whereby the students p- -pare lists of words
they have learned in the projects and go around cheir group asking

peers to use those same words in complete sentences. .

Sometimes in high school, but more commonly in college, especially
at an advenced level, enriching vocabulary and refining use of grammar
are objectives that are taken for granted. Explicit cowrse objectives re-
late to the student’s ability to gain increasingly more insight into the
synthetic-creative process of translation and.to become ultimately a
relatively proficient translator. Oné method of testing that has proven
successful is to give tlie students one of the selections they translated
three to four weeks earlier. This time, however, they may not use
dictionaries but can only rely on what they have learned from thelr
previous vork and from discussions of it. - : N

The criteria for final cvalyation in the course must take “Into
account whether the student is enrolled f01 the first or second time.
More expectation is placed on the “veteran.” The instructor must weigh
the individual's progress from the heginning to the end. He must judge
what the student offers as translation. But he also considers what the
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student contributes to the discussion and the grasp he or she has of
concepts and problems regarding the theory of translation. This latter
point may be less important in a skills-oriented high school setting, but
very important in college as it relates directly to the widening of intel-
lectual horizons. |

]
T'angential Questions

After looking at the practical aspects of the course, we would lke to
consider several questions that arise nearly every tinie we teach it.

1. Can texts in a subject area the translator knows nothing about be
translated properly? Yes, at least to a certain degree. Although trans-
Tators may know nothing about enginecring, they can render properly
"a deseription of a certain machine, provided they familiarize them-
selves with some of the key technical expressions; this applies to most
areas of science, although consultation with someone knowledgeable
in a given field is advisable. Texts in the humanities, especially in
~philosophy. and theology, usually deal with very involved conceptual-
jzation and are thus more demanding.

0. Are there “uniranslatable” texts? Yes, especially in cases of heavy
~cultural interference. In a recent semester, for example, students were
asked to 4ranslate an article from English to Spanish which discussed
Elizabeth Kiibler-Ross' book, On Death and Dying. The expression
“terminally ill” proved untranslatable in direet words. The idea, how-
ever, could be rendered as el-que va morir (he who is going to die).
Here, culture scems to be the issue: Spunish-sp('uking people upparently
have less tendeney to be euphemistic about death than we do. “Un-
translatable” does not imply that meaning cannot be given; it merely
indicates that meaning cannot be directly conveved without adding
footnotes or explanatory sentences and clauses.

3. What is the relationship between original and translatlon, or how
far could or should the translation he removed from the ortginal? New
students in the translation course will invariably ask this basic question
during the first class session. The answer is fairly simple: the translation
~ should convey the meaning of the original, preserving as much of its
complexity and as many of its nuances as I){)ssi])](-. The translation
should also strive to attain an approximation of the style, imagery,
idioms, cte., of the original. However, form is secondary and, generally,
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aspects of meaning should not be sacrificed for formal considerations.
~ Furthermore, the quality of language and style should be such that the
wonk of the translator can stand‘on its own merits.

4. Do.all texts “lose” in translation? Another popular first-hour ques--
tion, we must admit that most translations, even very good ones, do
. indeed lose some nuances, some aspects of the original in meaning and,
especially, in form. What most people seem to forget, however, is that
the translator often adds nuances and aspects of his own, The outcome
is quite often that a translation can be more lucid and cohesive than
the original."Examples abound, especially in literary translation, where
translations ‘are” considered stvlistically better than originals. The’
Sch]egel-Tieck German translation of Shakespecue comes to mind, as
do some translations into English of the Norwegian playwnght Henrik

Ibsen,

8. Are tvanslatzons by groups of people or translations as teamwork
possible? Yes. The St. James version of the Bible is proof. Translations
of very lengthy texts are often done hy groups. Usually each person
is assigned a specific part. The problem is obvious: therc will most
likely be some inconsistency in stvle and modes of expression. Team-
work 15 most often meaningful when one memher of the team has a
good command of the language of the original, and another, of the
target language. In our experience, tough, the best and most con-’
sistent translations usually are made by one individual,

8. How does one choose and distrbiute text materials to students with-
out infringing on the new version of the copyright law? Many teachers
ask this question; e wrestle with it every semester and have now ar-
rived at the obvious conclusion: we need a collection of translatable
materials in English and the three major foreign languages in the U.S.:
French, German, and Spanish. We are now in the process of compiling
such a text and hope to have it ready within a year or so.

Conclusion

A course in written translation in college and some introductory work
in this area on the high school level should definitely be included in’
the postintermediate curiculum. On the elementary or intermediate
level, translation is indeed a “step back”; if taught systematicnlly and
well on the postintermediate level, it can be a “giant step forward.”

] 4 .
Tt




