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CURRENT, ISSUES .IN SECOND LANGUAGE LEARNING RESEARCH, AND

: . THEIR INPLICATIONS FOR THE ESL ChASSROOM
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Today I'm going to discuss with you some of the réc

t work that

- N has been done in the fiel.d of secand-‘ lahgugge learning research and then .
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try to, detemine vhat import t.his has for the ESL classroom.

we might identffy tvo questions ‘that sthnd out above a

To begin,

central issue in the field of ESL research:

11 othet as the

(: tdentify the cognitive processes exployed in acquiring language.

: S

Pifst. we vﬁn‘: to know in what way second languaée lelming is ¢
the sape as fitst language acquisition and in what vays 1t is_

different, Furthermore, does a ch.ild !elming a secon& lang~
uage approach this task the wame way as an adult learning a --

-~

second Language? .

Secondly, it has alvaysseened a puzzle that some people are able
to learn a foreign language quickly and with great experti.se, '
-vhile others, g’ven the same opportunity to leam, are cozple:e -
failures. 1Is thls just due to the fact. that some people have
a "knack" for languages and others do not, or.are there other
criteria?. 1If it is a "knack"£or languages that is responsible,

just g;i:at exactly does this '“knack” involve? ’ .

A first step in finding answers to ‘these,questions would be’ to
For a
long tipe it was believed that a behaviorist model could account for
all language acquisi{ion. This model was devsloped for firgqt language
acquisition by B. F. Skinner and adapted to second language leaming
psychplogy- Charles Fries and Robel:: Lado  dre two of the more promip-

ent names. According to this theory, all language <learning was sal

.
’ . . -

*Assistant Professor of Linguistigs, Univer’si'ty of Washingtons
L
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b; be habit formetion o; correct liﬁguistic behavier. JThe environment
p}oﬁideﬁ the ringuistic models which the learner imitated and tepeated
until he or she had internalized the patterﬂs of the language as a set
of habits;, Wny, then,)did adults have:5uch difficulty learning 4 second
language when children found the task to be so simple? The answer was
not hard to find. Adults a1ready:had a get of language ﬁabits vy?ch

caused interference in acquiring a nev sat of habits. Hastering a new

set of verbal responses to particular language or contextual stimuli
requires the extinction of the old set of responses. Wheré the target
b language and the native language differed, the structures in the native  °
laﬁgutge fnterferred 'with ‘the acquisition of pdrallel structure$~in the
h . ) tarset.lanbuage Spch a theory which accounted for differepceﬂ between,
the acquisit{en of first and second language by positgng structural in- ' . {‘
terférence was referred to as the Cont rastive Ane}ysis Hypotﬁe:is /

This theory coupled with™the be&iviorist accomt of language acquisition .
.provided the theoresicaﬁ foundations for what has become the most widely
.‘used wethod in second language teaching vithe Audio Lingual Method (ALM).
Because f¢ is based ¢n behaviorist principles. imitation and rgpetitlon
. are centrql cooponents of the ALM method A finite list of patterns .
(pqrﬁ:ps 200-300) 1s iﬁolateq.iﬁ the tatget language. These are 1nutat-

\ ed, repeated and nxnipulated through & series of dialogues and pattern
drills until they become automatic,response to appropriate stinuli
When these patterns have acquired the strength f automatic responses.
thén one can consider\ehat the language has beéy

.

n successfullf mastered.

There are inadequacies in a behaviorist account of language learn-
ing/’ Noan Chpmsky. in b&a-nou £amous review of Skdnner s Verbal Leamn-
ing, publiahEd in 1959, was tbe first to attack this theory. He demon-

A
strated that the classical notion; of stimulus. response and reinforce-

ERIC .~ g
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ment which were developed to describe artificially learned beha\’r'ior in °
laboratory ‘animals’ became vacuous when extended to a descriptiou of the
complexities of language acquieition. As psycho‘l‘ogists and linguists
-, began a syStematic and more penetrating investigation of linguistic
' stricture and acqu.isttion. the shortcomings of a behliviofist theory be-

- . tax*e ob‘vi-ous Language uge ig creative. Children speak and comprehend -
sen‘tences thcy .have never encountered before. Pattern and generaliza-
tion, notions ‘developed by behaviorfsts to account for creativity in'

. ’ 1anguage, provide an inadequate analy.sia In the first place, there ,
are just too man; patterns to be accounted for. As modern liqguistiés
ya has shown. there.are more patterns {n language then there are seconda in
. a lifetime, Sﬂondly. the appropriate rule governed behavior character—
1zing a given structure cannot be captured by a simple pattern. More ' '

than one level of linguistic description is needed to adequately analyze

3 given sentence Each linguistic descri.ption oust contain both a supeb-
, ftcial. that is Surface analysis, and a deeper, more remote analysis
? which cocresponds more closely to the meaning of the utterance. Thé R
child oust be able, to abstract this underlying "linguistic strudture from,
- ' the data and incorporate it into his or her intermal giamdar. There is
’ T way ja child can 1mitate or repeat -this abstract \mderlying :structure.
The child must form strategies and hy'po.t_heses as to theenature of the
¢ .linguistic system, constantly revising the hypotheses as the ‘data being

perceived become more sophisticated. .

. . .

. * Ther¥ are other #eak spots in-a behaviorist, habit fomation theory.

The“utterances children prqduce are seldom like the sentences heard in ,

the adult model. How can the ch{1d be imitating structures and patterus

‘¢ . ‘encountered in‘t‘he.environment? 1t has.become obvious’that the chilad ¢
constructs a grammar of his or her own, aod it is this grammar which pro-

e o s

) . . . . !
.
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duces’ the sentences unique to child language. Research has shown us

that children progress through identical stages as they develoi) adult -

speech. The staged are universal and have been attested in the acquisi— . .
tion, data of children from many languages. Yet certainly the environ- ‘

. ments must be guite diverse from culture to culture and f;om one child

*  to another. The‘typ'e“s of stimuli and reinforcement are unique to each

. . v
N .

child. This would predict a behavioral godel that language learning A 8 |
would follow individual paths. But, as we nofed sbove, the opposite:is * \ \xf
. the case. o : ' T ¢ \

The more reselrch that is’being done on first lméuage acquisitio;;‘, \
the more we discover that bghaviorism is not a:. feagible theory, that
b children are not imitating patterns and foming good language habits, 7/ t
but that ‘they are abstracting f}'om the Qata and formulating their own
hypotheses about the rules underlying language use, We }:fer to the
child an ac , ‘cognitive process, not passive, eXternally contwolled
‘ behavior. In a behaviorist habit formation tixeory, {ﬁe wodel, be it the \
parent or the téacher, is the one who shapes the langulige legming'gro-
cess by providing the stimuli and the approp:"iate feinforcehents. In a
cognitive theory ofr languige ac'quisition, the, learner, be 1£'ch11d or
adult,‘assumes the 1n1tiat1ve and contmls thl learning process. She or
he selects the mterial to be analyzed from a wide range of d:ta and

|

forms hypo;hesas about it, . - .

Let usl now tum to second language acq ?sition. Is a second lang— .
uage learned through hebit fomation'( H“my_‘
"in acquiring a second language? Why is it that adults seem té find ¢ e

~%

ro}e does 1nterieren&e play

task more difficult than children? Rgceqi' studies in the psychology of .. . N
sedond language learning have been addressipg 'thems'_elves to these yéry . - v
questions, T, 8 ) ' ! -
u\ . ., R / . N N

. Y . \
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The modern investigation of the cognitive processes underlying second
language acquisition began with Eric Lennebetrg who, in 1967, published’his
monumental work, The Biologigal Foundations of Language. " In this book

, he pre;ents evidence to sﬁégest that human Béings ﬁave avcrittcaf period
for language acquisition. What do we meaﬁrby a eritical period? The

‘

. critical period refers to a stage in development at which time acquisition
‘> of a given prgtess is possible: It cannot be achievedibefore or aft;r
\.. that time, For example,l.baby chicks imprint (that is, gick &n object to
. follow durfag early development) in the first few weeks after birth., 1If

. they, are not able to do it then, then they.can't %e trained to do it later
and they develop abnormal behavior. With respect to Ruman beings, Lenne-
berg proposes that the critical period for language acquisition ends at '
puberty, 1np1y1ng thé} our innate language acquisition device ‘ceases to
function at thid stage in our lives. 1Is there any explanation for why

our language acquisitiBn Qeyice would cease to function at this' time?

\ Lenneberg hypethesiaes that this'termination of human language learn-
ing ability can be correlated with the completion of lateralization in
the human brain vhereby one hemisphere 1s speciaiized for language and
lirear operation and tWé othar ig specialized for spatial and GestaLt

relationsf To support *his hypotheais that the process of hemisphere

¢ _§pec1aiizgtion is complete at puberty, he presents evidence from cases >
bfhkrain damaée which re8u1tea in aﬁhasia‘ the term used to desctibe any
language malfunction due to cerebral lesions, He dbserved that left hemis-
phere damage in normal right handed 1ndividuals ave’ e to 4}££ereﬁt.

. language aberrations in children and adults. C 11dren ormally ayffered

a temporary logs of language, but were.abl to regain notmal: control of
language through a slow gradual process language acqui ition much like

. their original language acquisitig/W #“The damaged hemispheke no longer

¢ -




_remain their most advanced developmental stage ti;roughout their lives .

™,
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.healthy right hemisphere. Adult aphasics m‘;nifested a quite different ‘
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functioned @s ‘tixe center of language,' this task being shifted to the

recovery process. Either they regained complete facility in language ) *

very rapidly or they retained pemanent signs of impairment.

‘
The development of language in retarded Children provides further i ‘

support to the critical period hypothesis. ©Down syndrome children acquire
language more slovly than normal children. At puberty their language dev-
elopment stops. The stage to which they ha\Le arrived at this point will . .

e Vhat predictions. for“s—econd lméuaée learning follow from the critical ¥

period hypothesis? If the lmguage learning ability terminates at puberty, -

“then the hypothesis prechtl that children lehrning a second language will

employ the same types df processes In accompliehing‘ this undtrtaking ag

children learning a first llnguage. After the clase of the critical period,

houever, language leaﬁning should proceed in a very different manner., ‘Is

there #ny experimental evidence which. either bears out or refutes these pre-

dictions? Recently, -Heidi Dulay and Marina Burt (1?7&) replicated research

conductetl by Roger Brown on children's first language acquisition with )

children learning a secondllnngua'ge. Roger -Brown' attempted to ascertain \'\

the order of acquisition of 'éertaiﬁ function words in 'English. He was o

able to establish a rank ordering of twelve function words as the result '

of a léngitudinal study of three children acquiring English as :l first ' ¢

langusge. Dulay and Burt conducted a cross-sectional study of 115 child- ,

ren he process of acquiring Englidh as a second language. Half of

th ildren were Spanish speaking. and half were dChlnese. They ranﬁed in
'/ frow six to etght. Dulay and Burt were asking two questions. pid -

“hildren learning English as a second language acquire fungtions uords Ln

a manner similar to children learning English as a f{rst language? \

» .

' L )

-’ : ) .\
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B Secondly, was there any difference between the vay Spanish speaking .
chlldren and Chinese speaking children performed in the study" That is,
was there any indication that interferente from their native language '

shaped their a.cquisi—tion process? - . et

1]
Their findings showed that the children from both languages follow- -

ed the same invariant difficulty ordering in acquiring the function words
tested. The Englis,h' copula and plyral morpheme, for example, appeared at

the same Point in the sequence for both language groups, despite the fact

that the Chinese language doesn't express the cof)ula yvhile the Spanish

language does; and the ‘”Spanish plural is formed in exactly the same man-

ner as the English plural while in Chinese the noun is not even marked . ’ .
for number. One would expect that {f the children were using their n_'ative
languages to Qside "then in their acquisition of English, th'e pﬁxraIé ;;ould

appear quite early for the Spanish speaking children and much later for the
.sthe Chinfse speaking children. But for both groups the two morphemes oc- '
cur about mi‘duay through the sequence. Interferences does not seem to be
1nf1uencipg~the1r scquisition of these particular morphemess- The iheory
. of contrastive analysis mgdicts that Spanish children would experience
/ positfve transfer with regard to the plural and would produéé t-hem cor—
rectlyyfrom the beginning in their attempts to speak English. +A theory . 4
* of habit formation and interferehce can in no way explain the similarity .. .

in.difficulty ordering for these tvo very different lang‘uage groups.
. <
v - It appears from this study that second language’ leaming nhildren
¢ are employ{ng' tiu;’iame types of strategies and hypothesis testing that’

- first language“ eamers, employ. *The two language groups approach the

‘ ¢ English data in t(e game fashion. They abstract rules and form hypgtheses
X /"appropr(te to thelr level-of acqu_i;sition,.and as t.hey become more sophis~
;. . ¢ ticated in the language, they revise their hypotheses until the point

I ' . . : . . - v ' / |
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. vhere they match the native speaker’s rule governed lmgme behavior.
Universal cognitive strategies appear to'be the basis for the child's
. organization of a farget language. It"is the system ‘of the target lange

, uage’rather than the system of the ‘native lenguage that guies the ac-
’
S ¢ . .
Evidence indicates that,children learning a gsecond language employ *

nqu‘l.si.(:i.m'n process.

“the same cognitive mechanisms as‘childre::'}eamiﬁg a first language.

What about adults? 1Is it ,the target language system o6r the native language
system which guides their acquisition process? Eailey, Mgdden and Krashen
1n 1975 atteq)ted to replicate with adults Dulay and Burt's findings *
'Ihey tessed 73 adults ranging in, age from 17 to 55 who were ‘studying Eng-
lish at Queens College- in New York City. SOme of the subjects were for-
eign students who had come to this country on a temporary basis to study.
'Others were imaigrants vho had selectel to live in the U,S. 1ndef1n1te1y.

) They 4xhibited different levels of proficiency in English. The subjects

wvere divided\‘into two groups, the Spanish Bpeakers and the non-Spanish

.

speakers, compris 11 languages: Grgek, Persian, Italian, Turkish,

, ¢ Japanegse, Chinese, Thaij-Af rew, Arabic ind Vietnamese.

13

q

‘ R ' ) The acquiiitionssequende of the morphemes test\d were rank ordered

- for the two groﬁps.- The orderings were correlated/for.’ both groups and a /
significant correlation was fgund. Therefore, ad lts leaming English as’

assecond language will show agreement with each ther on the relative |

$s

, uage.background, suggesting that inverferencg.is not a factor ({n this ac~
) - quisition proceu. The data for the two gIpups waa combined atd one in-
’ variant orde 1'ng was produced. This was then correlated with the (a_nking
. dgne b Dulaz ahd Burt with children, and there was again found to be a

correlation between the two/ /relatfve difficulty ‘orderings.
J )

/.
-

S N
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' This finding suggests that adults are utilizing the
gles in absrracting rules from the oata. e ’The acquisiti
these functions words proceeds at its ox-m pa*éa regardle sthe a:g.e of

e ‘the decond language learner, the *n%ative,"'ianguage backgm Athe learn-

P B
. « ing environnent. Yaterference and ndvel habit formation are ‘a5 insipﬁ.f 14
&
cant jn exptaining this aspect of adult learning as they are in explain-

o “ng similar aspects of child language learning. o

. Hov did an interference theory initially develop? The original . -

e studies which suppodted transfer fron the native language concentrated .

- . i almost. exclusi_vely on the phonologicdl systehs.of the languages investi- N

) s gated. Evidence does seem toO indic'a;te that negative transfer exis%s. .
when.-adults attempt to master the sound system of a foreign language.

Very lireld work has been done, however, on the e!tcnt of syntactic or

~ -
. semantic interference in second lang ge leaming. Usually only a few a’

. o . isolagsd examples are presented as evidence of syntactic interference.’
' These examples are often subject to many interpetations. For example,
if one considered only data from Chinese speakers attempting, to learn 0
i ’. English and obsarved that they had ‘J.fficulty &p:essing the plural " qne .
‘ pight conclude that here, Indeed, was'a case of interference since the ' .
’\V Chinese language does not mark nouns.for nuzber. However, no data vouId
- have been presented to '&scertain whether speakers of other languages
* where number is marked qlso had difficulty expressing the plural in Eng-
lish. 1f this vere the case, as both the Dulay ,and Burt study and the '
Bailey, Madden ‘and Krashen study demonstrate, then we must attribute .

. the relative diffiCuliy in acquisition of this structure to intralingual

rather than interlinguaI causes. ) -~ .

r « 0
In vhaﬁt ways, "then, do the differences. between child and adult second

- *" language ‘learning manifest themselves? The cognitive strategies employed

A T T | e
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#by the two groups to decode and
0 cal. Krashen" and Seliger in a recent study (in press) hypothesize that

1ntemalize the data appear to be 1dent1-

' chiliren enploy these strategies in an unconscious menner while adults
*  wmust Re consciously awaré of the rulds they are* formulating. In gdoles-
cents, pu‘berty warks the onget of the cognitive stage of formal operations
. " vhereby the individual is <apable of conscious sbstract thought and hypo-
' thesis formation and testing. Having developed to this stage pos’t-pub-
escent language learners nay require conscipus s;wareness of the logical
structures underlying formal learning situations. -It may, therefore, be
. necessary for adults’ to be consciously taught a foreign lenguage vhile '
children, on thestother hand, are quite capable of acquiring it informally. °
To ce‘st this hypothesis,‘ Krashen \ Seliger collected data on students
studying English as a second language %t Qoegns College in New York City.
’ _For each subject -they obtained inforoation on years of formal study of .
- _English, length of stay in an English sPaking country and a neasure of
) their proficiency in Engiiah.- They then matched pairs for amount of
formal instruction and compared their length of stafr,in an English speak-
ing country to determine if exposure aldne accou;nted for the degree of
. proficiency in English. Expospre was seen to have no significant efféct
on degree of proficiency. That is, those.vith nove exposure to English .
due to length of stay in an English speaking country did not consisteht-' .
1y manifgst a higher de_gree of proficieng¢y in €ngligsh. Pairs were, then
matched for‘length of 'stay in an English speaking‘country and coi::pared
for amount of fbrmal* 1nstructionl. In a significant number of cases,
nore 1nsfruction meant greater proficiency. It 'can be tentatively con-
e,lude/d “that for adult second language leamers formal instruction is R
¢ bepeficial in that it has &8 more consistent effect on second language
—4:1c1e_ncy thax\ exposure. *
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Why should formal instruction be important for an adult leamning ’
a second language? What are some of the esseritial ways in which formal
L / instruction alters the language }earning situation? In an informal lang .
. vage learning situation there is: ) q
1) * no sequencing ©of the data. The learmer processes from the /
°beginn1ng both complex and. elenentary onstructions. .
2) no isolation of structures. Learners must perceive and .
" isolate structures from the data for themselves.
" 3) no meaningful :error, corgection. Rsndomly selected errors may )
be corrected occagsionally, but in general the speech of the
' learner is scanned by the list.ener for meaning, not for, o ’
v, .accuracy. L et et e
Houevgr, in formal instruction there is: . T -, .
! 1) isolation of the structures, pregenting.them one at a time
R to be acquired. - .
\2) a sequencing of the material presented .according to .som.e
measure of difficulty. * T ’
. 3) feedback from the instructor on error identification and.
corréction. ,
" The featurés Iﬁ have just listed are common to “all known teaching
methods. They d9 not seem to be necessary for language acquisition be- .
. fore puberty. These features:may be just those necessary for adult
learning to coopensate for a veakened language acquisition device after
puberty. : Note that these features of formal instruction are available
to & vell-mtivated adult outside the language classroom through the use
of dictiondries, grammar books aad helpful friends. In fact, it might
be the case that a highly motivated Sdalt in an informal situation will ’
out-perforn less motivated students attending c‘lua'. ) =
N v -
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What relevance does the tesearch I have Yust presented have for the -
. ESL classroon? We can draw three conclusions. First, as I have just

reuud, formal instruction is beneficial to the adult language learner.

Its value in 3e‘con_d hnsmge‘acquisit_ion among children has not been as-

certained. After establishing that formal instruction is advantageous
Ao the adult, we can tum our attention to. the type of inmstruction offer-
ed'in‘the classroom. The Audio-Lingual Method, based as it is on a be-
. haviorist theory of language acquisition, cannot be valid. In place of
’ rote learning and meaningless repetition and manipulation we must sub-
| stitote situational learning where language is learned in meaningful
contexts. Learners should gain conscious control of the phonological,

‘
lexical and syntactic patterns functioning in the second language. Rule

fomation should be an active process of testing and re-evaluating hypo-

theses. then drilling, the students' attention should be drawn to the,

structure being practiced rather than away from it. We can conclude that
rearrangepent drills are better than repetition drills. Heaningful ex-
ercigses are more beneficial than exercises which are devoid of contextual

relevancy. —

‘ John Carroll, the &d language psychologist, echoed these sugges-
tions in a rece-ntl'rticle discussing the contributions of psychological
theory and educational research to the teaching of foreign languages
(1965). The following are the facts he lists which follow from the re-
search he investigates (p. 280):

1) ;:ontraating structures is better than frequent repetition of
a single structure.
2y meaningful paterial i{s easier to learn than meaningless
* ’ material. ’

a 3 thi being equal ~ mater resented vis;xall are
2 ) other things g equ ; xke—p ually
LY
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\ easier to learn than materials presented orally.
4) gonscious zfﬁfn;Ion td and understanding of the critical
. features of a skill facilitates learning of it. -«
5) the hore kinds of associations made ta an item, the better
it is learned and retained. A variety of modalities amd

situations will facilitate the leaming process.

It is important to note that by advocating conscious control of
rule learning, I am not calling for & return to the old gfan:ar—translat
tion type teaching metheds where the target language was only talked «
about, but never actually spoken. The ALM made some essential contribu-
tions to language teaching nethbdology when it switched the emphasis 15
the classroom-to speaking in the "target,language. Certainly acquiriné
the ability to spe;i is our ultipate goal. What I am advocidting is that
the teacher plan and structure his or her class in such a way as to per=
mit the student to take the initiative in learning. To do so ip a su¢-
cessful way réquires imaginative, well thought out legson plans by the
teacher.

We have discussed the role of formal instruction and the'type of
formal imstruction, nouf}et g‘ turn dur attention to the traiming of
the instructor. As we haVd noted‘above.’there does not seea to be con- !
‘clusive eyidence that interfergnce is operatinq excépt it the phonological
realn. Any other interference that we have found appears to be located
at a’very abstraéi level., It might: involve a preference for one senten-
gial style over another, the avoidance or overuse of certain structures
as a result of théif frequency of occurrénce in the native language, or
tr;nsferring certain perceptual strategies which operate {n the native
language into the target language where they are inapplicable. To deal

with these types of interference, one needs quite a sophisticated lin-

~ 17.
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gulstic knovledge of both languages involved. However, thk need, to deal

|
|
N vith such interference would occur only at very advanced eaching levels, T
if at all. Therefore, in the training-of ESL teachers, ic is not as crus
cial to give training in the various languaggs of perceptive students.
In fact, flueécy in ‘the native language night even hamper clgssroom pro-
gress in an ESL setting because there is‘albays a tecptation to resort .
to the native language in classrocm discussion 1f commumication in the
target language gets "bogged dowin. ™" , Since so many of the students’ ger~ !
rors result from intralingual causes, then a teacher would be better
prepared haviﬂg acqpirea a good understanding of the intricate rule 1
structures of the targei language. It is certainly “he case that the
pore the instructor comprehends ;he structura) organizatiog of the target
‘language, ;he'porc he or she will be able to assist the s:zdent ta ;ctive-‘

‘ly form and test rule hypotheses and to progress from one level to another.

Now that we have 1nvest£gated our first questicnodealing with the *
differehces between first and second language atquisition and betveen
child and adult ‘second language learning, we can focus attention on the ’ ‘
second question that was 'riised--the puzzigwof why sode peofle are able
to learn a foreign language so quickly and easily, while other people
experiencer a great deal of difficulty? Is an aptitude*fo; acquiring
languages the only factor involved? Questions such as these have beepn
raised and investigated by researchers aE_HcGill Uéivergity in Montreal, .
led by the social psychologists Wallace Lambert énq Richard Gardner.
John Carroll, in a 1962:paper 8uggestéd that success in second language
learning varies as a function of threé learner eriferia: language aptitude.
genexal intelligence and nmotivatipn, and two instructional variables:
the opQ\:tunity the student has for learping. and the adequacy of presenta-

he materiaf to be fearned\ Gardner and Lambert determined to f

\ . ‘
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;ofd the instrudtional variadles constant and investigate the degree to '

uhich the three leamer cha;atteristics contriBute to sucgessful secopd

language learning. Therefore, the sample selected for study were héces-

sarzly Students who weTre me:bers of the'sabe gchool setting. -The instrue-
tional varlables were mininally differentiated in each of their studies.
The research began in Montreal with young English speaking phildren who _
were attempting to become, bilingual in French by entering a (otal imer-

- sion program of French instruction fron their earliest "school years.

Their progress in learning French vas monitored over the course of eight
years and during that tipe they were tested frequently, to determine such
factors as their proficiency }n French, their individual language apti-

. * tude and general intelligence, their attitudes towagd t?eir own culture
and toward the‘target language culture and their degree' of motivation

and their type of motivation. In additiom, their families were question-

-*

and toward the Frendh culture in general.

Categories of attitude and motivation vere identified. Motivation ,
can oriernt Ttself 1h two directions. If the learner is wotivated to
learn the second language because its knovledge will lead to sbcial
recognition or economic qdvancement, the notfbation is said'to be,instru-
‘»mental in character. If,the learner 1s motivated by a desires to identify
. uttn the ¢ulture and customs of tne members of the target,language soci-
o ety. in short to become one of themr that type of nntivation is said to
be integrative in character. With respect to attitudes, four variables
were measured.. anomie, ethnocentrism, authoritarianidm and preference
for the native culture over the target culture. .Anomie is characteriz®d
by feelings of alienation and dissatisfaction with one's ovn cultural
group, a ?ense of not belonging. Ethnocentrism refers to.‘a belief that.

.
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* ed.to,determine their attitude toward their children’s study of French .
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one's own cultural group is superior and that other cultural groups are .

.inferior and even suspect. Authoritarianism measures the degrée to
which one believes in strict avthority and rigid morality and is charac-

terized by axrtidemocratic sentipents.

Attitudes. of the parents as well as the language leamers figured in-
to this study. For each group studied, clase to 50 varisbles were cor-
related in an attempt to deternmine vhat had a_positive or negative influ-
.Ence on achievememt in language learning. In this, as in previous studies, -
language aptitude was a good predictor of achievement in the classroom,
yet there were many. cased fn" all the studies vhere the two did not cor-

“

- “‘relate well at all. Students uith considerable language apt'itude would .
¥ - s

| . perform quite poorly in the classroom. There were other cases vhere ;
studsnts with only moderate language aptitude wete still able to achieve’ '
a high ‘level of proficiency in the second language. *Hotiva@on has' 41- .
ways been considered to "be the distinguishipg factor. 'I'he H'c}ncreal studies
attempted to deternine exact.ly which. types of mati\'ation and attitudinal

. . s S
dispositions contributed to success.® . . . . :

The findings of their research have permitted,Gardner and Lanbert
to begin to construct a psychosociological theory of second language . \ ‘.

learming. Their theory maintains that a succes'sful leamer of a second

.lenguage will be one who is psychologically prepeted to accgpt various

. qspects of behavior which characterize members of amother cultural and .
e lmguistic-group. 1t ig’ the learner ! ,attitudes toward the members of " ’ \
; . the other. group that ate believed :o detemine the relative degree of T,
) success in acquiring a second lahguage. Even the motivation to leam the . X,\
. '; ' new language is thougkt to, be determined by-one's att(tude toward the ' ) . :
other gtoup. It is recognized that many di¥ferent at.titudes may under- !
. a" 1ie 4 positive degree of *mot.ivation. Some pay Ibe wanxious to become
. 20 . ' e , v
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\ *  pembers of another culture because of dissat.isf}ctions experienced in vt

their own culture, others may possess a positive’ feeling tovard their

own culture but may be genuinely interebted in learning more about other
cultures and peoples. Still others may.be motivated to move inta another

k, . ) culture as one wmeans of achiev-ing.success. However, the more immersed

the learners bedome in the new culture as tl.tey gain proficienty, in the ’
second language, the more they may lfind that their oqn'cultu;:al ‘{dentity

is becoming lost. Feelings of social ungertainty and dissatisfaction :
" which are comnon in imigrants and bilingualns may aIso develop in seri-

ous students of a second language. . - N

. In the Montreal study, French achieyement was found to be dependant -
upon both’ aptitude and intelligence and a sympathetic orientattom toward

.the other culture. Students who possessed an integrative or'iet?tationx

toward acquiring French sﬂoved. more succes?. than tt'ios'e vho were instru- :
pentally oriented. Integrative motivarion was an especially important
. * factor in the development of dommunigative ‘skills in Frenoh whiéh in *
- . asome instances is not correlated with classroom proficiency § the lang- .
N : i qa‘ge. It was fou:‘ that an integsative orientdtion correlated, negatively
vith an authoritarian, anti-democratic ideology, as vell as an ethnocen- -’ .
. tric disposition. The one attitude appeared to be the ‘converse of the . .
others, the latter being detrinental to acl&evement in languages. The Fa
information gathered about the parents’ attitudes toward the Prench com-
munity and toward their child’s participation, in the language learning ¢
w progran indicated -:hat the student 8 orientation probably developed at K
P howe. Students with 2n integrative dispodition t'o leam French cdme from ‘

. . ’ fagiiiies possessing a simllar disposition. Students*with instrumental

.+ . wotf{vation had been encouraged by thelr parents to acquire French for *

pi;actical 'reasons. The direction of the students’ r\:ivation appeared .

21 - -
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to depend on the disposition of,the parents. Parents with positive atti-

tudes toward the French coupunity more actively encouraged their children

to learn French than did parents with less faVorfble attitudes. This may .
" explain why students with an integrative orientation vere pore succesgful

1n the Mbntreal atudy than students with an tnstrumental orientation.

. The Hontrell study was first extended to American setting& and then
to the Phildppines. "The results of the American studies reaffirmed the
" findings of the Montreal study. Three language learniné environments
were exaﬁined in the United States to determine if correlatione estab-
lished'in the Montreal Setting were valid when extended to,other settings.
The three groups 1nvestig;ted in the United States all consisted of
Apericans leaming French at the secondary level. Two of the groups were
+ bicultural showing some degree of bilingualism, as well, but in a non-
standard dialect of French. The settings were Maine and Louisiana where
. there are substantial populations of French-Americans. The third group
. _was a typical sample of American youth residing in a metropolitan area
vho were exposed to French for the first time in secondary school.

Measures of proficiency were obtginea in both Frengh and English.

Again, the attitude of the language learners toward the French ethno-

. linguistic group and toward the American way of 1life 1nf1uenced their
Iinguistic progress in both French and English., Students who are highly
ethnocentric.and hostile toward second language cultyre made virtual}y
no progress in acquiring any aspects of the second or foreign langGZEe.
Such students seem.unwilling to adjust their own, response systems to, ag-
similate a new linguistic outlook. The Jearner. to be successful in
. tHese settings must be vil{‘ng to 1dent1fy-vith members of the other - *

ethnolinguisthc group. However,.it was found that strong ethnotentric

attitudes were no guarantee of achievement in one's own native language.
L]
l. i .
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A strong pro-American outlook did not assure proficiency in- English.

, In eﬁamlnlﬁg the French~Americans, it was the 'students who wWere most

comfo(table with.both parts of thelr cultural and linguistic heritage '

vho ware best prepared psychologically to become full bilinguals.

{pese findings, gfe important in evaluating the position of "linguistic
minority. groups in our country. Often the native culture and mother-
tongue ari suppressed in hbnes that the children will adapt more easily
to the American way of life., However, it seems that the minority stu-
dents who will be most successful come from environpents where both
CUltures are\elevated to positions of importance., It does not appear

that a minori group's feelings of alienation can be eliminated by

. suppressing ongd of the two competing cultures. The American studies re-~

vealed that Fre\cHLAmerican adolescents who exhibited a strong prefer-
ence for either the American or the French way of 1life, were linguistical-
ly deficientlin one of 'the two languages. Many displayed an inadequacy

in both languages.\ Gardner and Lambert conclude that a positive bilin-
gual/bicui}urhl apﬁ(oach in egucation will contribute most in asgisting

ethnic Winorities td\develop within an American setting.

The study was extgndE% to a Philippine context where the second
language being acquired was one of a dominant culture whose acquisition
was essential for advaﬂpement within the society. The ;econd language
being studied was English. It rarely functioned 8s a home language,
but was the medium of instruction in the school 8ystem. ‘Survival in the
thllpptne soqle{y beyonJ \a more subsiéience existence depended crucially
on. the acquisition of English. In this setting, Gardner and Lambert‘
founu that the type of moti tion'which correlated most highly with
achtéVement in English was an\ instrumental orientation, though an inte-

grative dispositioh showed posftive correlative as well., Gardner and
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Lambert realized that when there is an urgency in the need to acquire the h

second language, as is ‘the case in the Philippines and with ethnic minori-

ties in our country, an instrumental, as well as an integrative orienta-

., tion must be cultivated. The Philippine study revealed that students

from families with a strong dispositign to egﬁher the Filipino or the
American culture, to the exclusion of the other‘group perform most poorly *
in both their vernacular and in English' Minority groups or natééaalities
who import another-langupge need not develop, an integrative identification
with the dominant group. This disposition was necessary only when the
language'being lear;ed vas not one thaé is necessary to survival. A re-

cognitlon of the need to acquire the dominant language, thit is, am,in-
strumental grientation, coupled with an absence of strong negative feel- T
ings tovard the dominant culture to guarantee progress in learming the

second language. A bilin%dal/b1CU1tura% achool setting where the teachers
are members of one's own culture group and who can instill a feeling of

pride and confidence in the minority linguistic and CUltural 1denq1ty
while at the same time offering quality instruction 1n the dominant lang- J

uage may be the best guarantee of‘dgveloping successful bilinguals.
: ' s

Many of the hostilities minorities have exhibited toward the dominant !
culture result from the condescending and prejudieial attitudes the dom-

inant éultu:é expresgses toward Eheir;éthnic groups. ntil these negative

., attitudes are eradicated fro; our'society, the minorities will always be & //‘
hampered in their attempts to deyeiop a comfortable place within our - /
systep, Theréfotg, it 1s.essentip1 that the schools pay particular atten~ , \ !
tion £§ developing an appreciasion oi the ﬁinority culture among members , (‘\
of the dominant culture as well as among memb%.shof thelminority etynic 'l’: g
groups. More teachers vho are members.of the nic ﬁ%ooritiés are nekded
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téachers are especially 1mportant as mbdels for the minority groups. It

‘ is-not as important that the ‘teacherg be fully bilingual as it is that

. they be able to identify with the students and instil] in them feelings
of pride toward their culture and a desire to learn the language of the

‘dominant culture. L

The Philippine and.Ame.rican'studies showed us that different atti-
tudes are factors in success ,v;he'n.the language'being learned isg- that of
the dofninant culture rather than of a minority culture. However, in both
si'éuatiqns, an absence of strong ethnocentric feelings and hostilibty to-
ward the seéond language culture is ‘required. The successful learuners
1n all cases were the ones who' expressed positive feelings toward the
other cuiture, and if we are able to cultivate such attitudes in our

studentg, as well as inspilling a pride in their national identity, we

.will aid them in becoming better language learners. !
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) DOWNTOWN STUDY CENTRE .
. - A Community Focus for Adult Basic Education R )
,‘. C David Harrison*

In British Columbia, we are still neophytes i‘n the community college
o ;novepént (Malaspina opened in 1969); and while courses and programs ir?

: fz Adult Basic Education have been around-in this area for a longer time,
N . th8y are only recently being taken uwnder the wing of the comaunity col~

.. leges. The Halaspina College basic skills program has some "elements in
‘ it; which I expect wi}l be very familiar to yOu!-such as the GED and ESL
‘but also, I hope, has other elements, in particular our DowntowMStudy | ‘
Centre, which pﬁts sope old-ideas togéther in a new wa;;

. N
- ' Y

. . Malagpina. College itself opened in 1969.. offering a core curriculum’

of first and second year translfer degree courses plus a_few one or twd .
year business and technology programs, It was not wmtil }876 that two .
other educational inctitutions-g provincial vocotionnl training school
. and/the continuing (adult) education division of the school boards— : ° ’
were brought together to form what is now a comgrehensive‘comunity col-.
lege with about 1500 full tige students. Both the ¢4ocational school and
' the continuing educdtion division had existed successfully in the commun~

N

v ity before the arrival of the coliege. Each had 'deve.loped its own ;uix
of basic skills courses to meet local appetites., When these vario‘mﬁrts
of the college came together two years ago. and I wasd appoi‘xi‘fed Bm
Skills Coordinator, we seemed to have t:wo najor dptims./ " t

1. Detach and Degelog a‘ll those courses and serVi.c that L

+ “~ could bé considered 'b;aic: skills', The logical outcome |

. « s

- of this ob}kan would probably be to become a séplrlte and /‘ \

4

*Directoy, Downtown Study Centre, Malaspina College, Nanaimp, B. C. >
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\\ possii)ly, 1solated\dep‘artment of the college. It might

have its own administrator-chairman, its own budget and
- its ‘own identity. i
2. Integrate t‘helvarious courses and services into a loose ) ot
. ¢ ~ 'federation' of courses, services and people. Such a
y federation would have--perhaps 1like ganada--a unifying
.
principle. In this case, the comzon aim i3 to meet .
the developmental needs of all students in the field of ' ‘ . \\\
basic skills improvement. It would have an inter- . SN '
departmental coordinator, a small budget for\ ‘central’ -
services, and-would allow the various elements of the .
g program to h;ve rather different identities and e&phas.e's. '}1

Well, you may already have anticiyated that™we chose the second opt-

tion, and it seems to be working. Perhaps the way our federation works ;-. n .
will become clearer as I go into some specifics.~’ . .
The first element in the overall Basic Skills Program is thg BTSD ~—
(Basic Training for Skills Deve,lopment), a full-tioe acadenic upgrading
program in vocat'tgna.l division. Its features are:
*  Full-time 6 x 5-x S (6 hre [day), 5 days/week, up to 5
'\) montl'(s') - -, co . *
.k Hath Science and English upgrading with emphasis on needs " , e
) for adults (1'7+) preparing for vocational training or jobs. * L
: * Ceftification at Grade 8, 10 or 12,equivalency. .
"% Monthly, continuous intake for fee-payers and” Manpover-
sponsorea students. . b
1 . ‘*  Full-time instructors on the coze campus at Nanaimo, with ‘
part-time contract imstructors for short~term.BTSD in ,
branch campuses. . B . ) -
4 'me second element 18 the College Fouhdation program, which provides “
' A gide range of 'college~-level' developmentalycourses to studentg who are g
" e:u'oll;d' in transfer or college diploma programs., The mainifeatures of
o ) o d T
; ‘s ¢ 21‘ ‘
L:l . ‘ .
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DOWNTOWN STUDY CENTRE .
David Harrison : *
A} . * R .
this version of the 'college prep' plan are:
. . . 3
‘ *  ,Full-time (non-transfer credits apply toward any college
diploma) . *
OR part-time, either as supplement to “an existing course f( A
of studies such as a degree program, or as preparation .
. for work at that level ’
) * Courses offered through the academic departments of the
college using regular department faculty and budget
*+  Examples: Writing Skills Improvesent, Developmenta® '
) Reading, Study Skills, Introduction to Social Science, . e
Introductory College Mathematics, Physics and Chemistry. e
* Stattiﬂg dates in September and January.
The third element is also presently aligned to the college-level
. » student. It 18 the Study Skills Centre, which provides a range of one-
to-on€ tutorials, 'how to study' materials and skills mini-courses to
L]
students who may not be able, ready ot villing to study in a full—time .
upgrading program such as BTSD, nor to bemefit from tha_College Founda—
- . tion work. The courses we offer under Continuing Educgtion thus inclugs: =~ 7
~ ' . . o
* GED Refresher in Math and English - ) I -t 0
* English as a Second Language ~ at Basic and’ Intermedidte
¢ ' levels .
. . % Secondary School Completion (8uch as Math 11- 12, English 12)
* Metric System \
, ~ and this year in one community only as’a trial run) the ’
‘ Downtown Study Center. It is hoped to adapt the Sthdy -
Centre model eventually to the otheY branch campus cou~:/ RN
' . . _ ounitids. . » ' |
P _ Two other people work across division lined. ~They are the Basic Skills

Advisor (a paraprofessional) and the Basic Ski'lls Co-ordinator. The,
Basic Skihis Advisor's job, essentially, ig to provide 1nfornation and .

gufdance to the hundreds of people who start ‘'with tHe simple question
. "How do 1 upgrade my education?' She b lps the’ people take an f“bentory

25 e,
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]

L . . ~ .

. of -their cu';rent level of educatic:;n look ahead to longer-nem goals;
ambitions and even fantasies, and helps thenm défine the altemative ways
to proceed. Clearly, she works very closely with resource people in
many other sectors of the community including college counsellors, man-

' 'power comtellors social vorkers and college faculty. ’

.

The job..of the Basic Skills Co—ordinator is to link together theae
elenents of thejinstructionhl gysten in order to provide the right kind
skills education, at the right time, in the.best medium,

a

of developmenta

. to any student‘in the college community. '

So much for the strycture. I would like to change the emphasis now
2s I describe the Bowntown Study Centre from the perspective of the 'less

educated’ adult ih t‘hc',com;mmity.

. . A profile ;f the Greater Nanaimo population 'over 15 and out of school'
shoued th&t in 1971, about 5.4 of the 31 850 had an education of lesss .
than grade 5, an additional 23.1% had grade 5-8 education, and a further
23.82 had gtade 10. Many of these people left school 15 or 20 years ago,
when empioyer/s‘ weré ndt so fus$y about whether you had gtade 10 or 12 be-
fore letting yéu withih interview distance of a job. This group also in-
cludes mapy adults who are:

° * Employed and not available for full-time study.

* *  People like logging, fishing, hotel and«hospital workers
% ' who live their lives on a rotating shift basis and are .
. unable to attend conventional clasdses meeting at regular
. tives. ’ *

* Temporarily unemployed through seasonal work; or strikes
or lockouts (for we are also a heavily unionized town) .

*  People on long 'waiting lists' at Manpower or vocational,
schidl, vaiting for up to a year for vocational ‘traiming
coutses. ¢

- ¢ *
* . These with a physical handicap ‘that keeps them off work, °
Dbut ho are available for study. -

26 . *
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- ( l ’ '
~ b People who arg afraid of 8pproach1ng anything that looks
L «¢ 1like a college...or another social agency r.hat looks like ‘
: another social agency. . - N
. * Women, encouraged perhaps by the spirit and aftexglow of . o
. " Internationdl Women's Year, but discouraged by feelings of .
8 : inadequacy about themselves - '15 years but of school and
. then only a grlde 9 or 10. "™ - .
r ] ~
. So many of tbese pepole, we felt, would take advantage of a place .
: vhere they cduld, AT ANY TIME OF THE YEAR: °-
' s, -k get infomation and advice on hov tp upgrade their basic
- . . -educat.ion .
: . *  establish what rthey peed in basic education credentials
o, ) or skills - .. .
s . * start ‘on a course of ,part-t,ime study within a veek '
* study at their ovn-level und at. their own pace
4
* fit in,study times by morning, afterncon or evening
- . shifts, ,to correspond witR their own weekly life schedules
N PR *  ystart and quit when they want _:_s_x_xg return when tﬁ‘ey need .-
/" us again - “ !
f To, try and cat‘er to some of these people and to answer some of their
vg l' needs, we opened our Downtown Study Centre--with two more instructors . ° 4
and an advisdr, two classrdoms and an information- rechpnion area, We °
b r
- f %}l.ave presently 75 part-time students: . ‘

- -

= ygshare our shopping mall with a sméke shop and a pet store, vith
f : / people vh

and a pizza'pa

ell vacuum cleaners or Hamo;\d organs, with a Bible bpokatore

our; and i%ere 8 a laundromat where you can throw your

clothes in the d vhile you come upstairs ‘and put your head in the .

think tank. '
- 4
/ ng attitude is that the Sgurses belong to the &tudents, so we feel
‘; free to adapt them in any way u:‘npn, to what ourfadult students tell us
r . « they need: Yes, it is difficult to iYe op to o T promise of letting
. . .
. 27 . )
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. people go thﬁir own pace: and to have 9 or.lO people all at different e
" levels in the same classroom. But the-one:}oom schoolhouse was no piopic .
either, and it seems ohaq it may nbg‘be such a béo model after all for
-~ this kind o{ learning. ' ’

. But what of the adult student who 4till can't get into the Centre
(through physical ﬁsﬂdicap, or baby-sitter problems) or who isn't even

yet ready. for a class at all in a public place .(l1ike the adult non-reader
who's hidden his secret 311 these years), or the shift-worker off the ferry-
boat who needs ESL conversation practice on afternoons this week, and ’
hornings next veek’ For these studen;s we use three 'community tutors’

uho become our outreach workers. Employed at lowly wages on a 6-month

o grant, they have a case load of about 20 students, - 3

.In a further outrgach movement, we are training a small volunteer
- army of tutot;-to tike tourses to people. Somewhat along the lines of the
sdult literacy campaign ROV organized in Britain by the British Associa-
tion af Settlements, ana using the simple, basic materials approach of
the Literacy Volunteers of America, u‘.baVe put together a community
literacy progrsm. The Centye provides_ for initial contact and assess-
ment of students, a remediaL reading instructor provides training work-
. ) shops, @ literacy co;ordlnator patches studeqts and tutors, and the Centre

provides resource material and continuity.

The program is in its early days. We have much to léarn from others “
{n the Northwest and elsewhere who have had programs such as these going
on for some,time and could warn vs, perhaps of some of the possible pit-
. . . . L/
fallsg, . v ,

4 ’ -

P

To sumbatize 2 litcle about the Downtoun Study Centre: just what is
. unique about .it? I feel 1t is, for our comaunity, a unique ocus for

Adult Basic Education. Under the same roof--and not an ivy-covered insti-

-
*
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tutional one--a person can drop in and find information, assessment, ad-

vice, referrals--and a coursé that starts next Monday.

.
b}

I wish to conclyde with ssome Concerns that we are dealiﬁg with ;t

<

the present time: , ' ‘ .
- < N
* 1. How do we continue to let the public know we're here? .
. 2. How do we let the referral agencies know what we're trying to

H ot do? -

3. How do Ve ‘measure out -success--or failure? . ! "

4, Can.wt really individualize courses, yetgat the same time - '
provide* for group learning and human interaction?

S. Matefials: how can we keep costs down and humanjity bighé .

6. Do we really have to invent the wheel? Aren't there some
?ublished materials that really work -for the adult—or do
-we have to keep writing and taping our own? .

! 7. How long will our retieads lagt? 1f we've failed the adult
student again, will this be the last time? -

8. Isn't ABE more than the.3R'sl ‘What about Life Skills, Con-
sumer Education,’ Intergersonal Cotmunication and Philosophy
for (or by) Longshoremen’

9. So we can train a volunteer army--but how effeqtive will be .
their teaching, and are we using them because it's. the best
+ idea--or because they're so cheap?

g 10. 1If Downtown Study Centre works, how about smal>'communit§
- Village or Neighborhood Study Centres? -
‘ L ] -
' : B
. . .

-t
.
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At the end of

TUGNG-LAI
{xsg Future)

A} ‘ ’
The Clai¥ College

Southeast Asian Prograwm

Séren Roeg
Greg Lynn, *,,

the Viet Nam conflict, many Americans sighed with re-

Then people from all levels of American life centered their atten-

tion on the fateq.of the South Vietnamese who had been our comrades-in-

" arms. On their part, the Vietnamese envisioned a life of hard bondage

and rigorous service to a Communist regime.

departing GI's.

Thig bitter life contrasted
starkly with the talew of bright freedom in “the‘United States told by

The choice was clear: many Vietnamese left the country.

Back in America, relfigious groups, voluntees. agencies, and strong-

willed individuals began the task of receiving theAuaves of refugees vho

were arriving by the thousands. This effort was the beginning of a long-

term American commitment to the resettlement of South East Asian refugees.
. Al

arrived in Clark Countg.

RESETTLEMENT

«

Two da&s after the U.S. troop pullout, the first family of f;fugeas

Others destiﬁed for resettlement in the same

area wvere detained at resettlement camps, while ®till others were flound-

ering at sea off the coast of Viet Nam, waiting for death or salvation.

wrahington (according to the Department of Emergency Services'

*Director of Southeast Asi&n Program, Clark College, Vancouver, Washington,

O

'ERIC
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By early summer, over 4,000 refugees were located in the State of
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Task Force.) Of these,.1,500 cduld be identified by address, which, .

left more than 1,900 idkntiﬁed only by county and 600 or more with

their residence unknown. Add to thesg figures the untabulated number ) o

of refugees who were migrating to Washington from other states, and

you'll begin .tc comprehend the scope of a nationwide ‘problem on a .

3
. ’

T e
statewide level. . RN

. coxrucumNs . v
Almost. immediately, other problems began to crop up. Most of thése s
problems had beéen predicted by government officials vho said they wete

already acting upon them. However, the wheelg of government tum slcwly .

%

Recognizing the scope of the Vietnamese pmblems to ctfme, Representative o

'

Hal Zimmerman wrote this letter to the governor of Washington:

. ' "I have repeatedly requested some kind of copsideration T .
) for this préblém solution. So far, I have been legs thah . * .
impressed with bureaucratic means of dealing with what has ° !
ot ) to be considered a. crisis of a specialized handicap, namély; . .
+ ! inability to deal in the language of this ,country. The%’ . -]
: " * people want to remove themselves from public assistance .
and want to become part of the culture on their own. Wé keep t .
frustrating them by our inabil'ity, through government or any <
other means, to solve the problem." 4 .

Whjlé the government officials were contempiating actfon, refugges ' .
were arriving in Clark County. Sponsors, churchgroups’ and other agencies ’
responsible for their velfare gradually became aware of th‘é tremendous
. i diff1Cu1ty the vietnamese people, Iacved by sharing and exp&riencing thefr -

problems. They found that .our agencigs uere simply not.established to

meet the- Vietnamese needs. Our rules and regolations d6 not always apply

to someone who cannot use the language. * For eéxample, how dees one get a - A
job'or‘ apply for welfare when he cannot speak, read, ar wtite English?
-How does he applx for a driver's Iicense¢ when he mubt take a complex ‘

. - .

° N L3 . . . .3.5 ° ¢ - .
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test requiring extensive English and the understanding of complex concepts"
whose car does he uge to learn to drive on the American highvays" How
does he learn English when there are neither English programs set up to

'l cope with his problems, nor even books published which might facilitate
the teachiflg of English‘bg; individuals? How does he find a house to live
in? Where does he go for medical and dental help? With these problems ‘
heaped on their backs, two-hundred seventy-five Vietnamese, Cambodian,
and Laotian refugees had arrived at Clark College by Sept\ember 1, 1975.

Clark College encountered the refugee problem during Fall Quarter
registration. Twenty-five Vietnamese and Cambodian sgudents tried to
register for regular gollege classes. Because they could neither read, v
qrite speak nor understand Engligh, there was o vay “that they could
fi]:l out the t(ecessary forms or complete the complicated regtstration
. .prqcess. The result was both humorous and frustrating. The registration
staff could not even tell them tq delay registration until there was am
interpYetor. Twenty or so students stood ‘in registration lines for an
', eatire day. . 7

After, con;idering the student's nepds, the Clark College adminkstra- ’ .
tion decided to create a special program for the refugees. No tuition
vould be tequired for the program, vhich would entail intensive English °*
and aCCUl.turation._ Since there vere no state or federal funds available
for such a program, the ESL and Adult Bastic Edueétion budg.ets were t&'lpped /
for enough money.to pay a skeleton staff. A director and teacher vere‘,

. hired gpd the program started.
'k .
To provide for the needs. of the -refugees, the program ha& to be both '

which would serve the Vietnamese community in two areas. First jthere ° .
¥

R flexible and practical. The new Clark College staff created ajrogra_m

3
A=
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would be an intensive énglish progran -designed to teach the basic ele-
<. ? ments of speakir?g’, ‘rea‘ding, writing and thinking in English as quickly
as possible. Second, there would be an area of cultural impact which
would attempt to teach the Vietnamese how American institutions function-
ed, and how to cope vifth then.

A philosophy gradually grew from she Clark College Southeast Asian
Program which is stated as follows: -

, The purpose of the Southeast Asian Educatiofa) Progran
3 . at Clark College is to teach the Vietnamese people in the.
~ Llark County area the English language and communication
* skills necessary to function effectively within the society,
. to acquaint them with American values and customs, and to
familiarize them with our social and economic prgcesses so
that the#{%an lead productive lives and contribuzz théir .
r talents to our commumity. To initiate these studentd intos»
the American society within such a wide spectrum as quickly
and smoothly as possible, we have developed an intensive ¢
pregramswhich encompasses their communicative and cultural )
needs. This program, of course, requires financial support,
resource materi}ls, and a competent staff. We hope that
¢ gtate and federdl funds are forthcoming so that we might
continue this prdgram as long as there is a Vietnamese re-
settlement problem. Our classes will meet six hours a day,

, \ five days a week and offer the fo{lowing subjects:
, .
. Interisive English ) Cultural Impact
J .  Listening English : American Institutions ot
/\ Speaking English Institutional Function
' o Writing English Survival Skills ’
Reading English Economic Procedures,

‘American Social Structures
' American Social Customs

To alert the Southeast Asian community that Clark College was now going
Y to offer a special program for refugees, we sent a copy of the following
" e
letter to every Southeast Asianifamily in Clark County. Since many of

them could neither 8peai<_nor read English, we had 1t.translated into

ERIC ‘ i
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Vietnamese. ¥ N
ClarWCollege is offgring an 1ntensi.ve languag‘e and orienta- . (4,3
tion class especially for Vietnamese students who &re new to-the

United States. The class will meet from 9:00 a.m. to 3:00 p.m.

Monday through Friday beginning September 29. There will be class-

es in writing, speaking and reading English as well as classes in

American history and culture designed to help make the transition

from the Vietnamese way of life to the American way of life easier.

All Vietnamese students who .are' interested in this program should .
‘contact the teacher, ‘Soren Roegdke at the Learning Centerx, Clark

College, Vancouver, WA. 98663. Phone 694-6521, Ext. 353.

-Thank you. - ‘ .
- ' ’ Sincerely,
. . Soren Roegdke *
. ’ ' Instructor X
STAFF _
. Because of our very limited funds, we designed the teaching assign-

ments to eﬁ ompass at least three separate language levels for six hours .
a aay. This} was necessary if we were to be effective in our classes. We
- knew that so&e of our students would be professional people with a.-knowlédge
of some English and French, and we knew from our registration experience }
‘that ssme would be illitérate in all languages. The peoblem, of course,
was how ,to handle at least thirty diversified studénts in three separate
claases for six hours a day. At this time our staff consisted of one
instructor, who doubled as director, hired for four hours a day, and a_
second instructor hired for two hours. This was all the bu@get could

afford. The answer, obvicusly was the Clark College Tutoring Program,

N ' .
" B .

Aruitoxt provided by Eic:




TUONG-LAL d ' . . ]
« —Séren-Roegdke ' r ' o
Greg Lynn >
. \
‘Y §. TUTORING .
é' . Fall Quarter 1974, Annette Lambson, Director of the Learning Center
at Clark éollege began a tutoring program for thoge student; vho needed
help in a specific subject area or a class. To participate in this program
each student was required to tutor one student, or several, twenty hours,
a quarter for each unit of credit in Tutoring 285. This credit was trang-
ferable and earned within the vocational or agademic area fn‘vhichzeach
student tutored. For instance, if a student tutored math for forty hours
- during the quarter, he received two hours of transfetable credit in Math -
‘ 285 , To qualify for tutd;I;g:-;—;t;d;;t—had to get a ‘recommendation from -
a faculty member who knew the tutor's competence in his 8ubject matter
. _aréa and who knew the student was dependable. The student was also re- ~

quired to kéep«a written journal which provided 8 record of significaht . 35,

tutoring exXperiences and subject matter for the tutoring séminars.

During each- quarter tutors vereorequired to attend nine semtnars
or nine traiﬁIﬁE-eessions with the outside agency 1n which they were
‘\tutoring_Such as ‘the Vanc%uver gifted students program or the Vancouver

altetnative school. The significant fact about this tutoring program .

was that none of the tutors were paid for their sexvices. K] ’ -

- . From 1its conception one year'ago, the tutoring\program has grown

into an elité'corps of one hundred four ‘tutors who skrved Clark Colleg?

N students, the Vancouver Public School system, and other outside agencies
over eighteen hundred hours a QUérter. of gourse,‘this thriving program.
was regdy—made to serve the sixty—fo;: refugees who were to enroll in the

Clark College Southeast Asian Program. L.

After meeting with Annette during our first week of classes (by this
time we had enrolled thirty-five students), we completed our staffing

needs for the quarter. Greg Lynn, who was working on a special education

R . . ’ A “ ~39
35
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project at Westem Washington State College, was assigned to us as our

" third instructor for which he would receive tw‘elve hour@college credit.
Brooks Jenkins, a writer and reference librarian at Cliark, offered fto ) . %
teach one.hour five days a week for the experience, and the remsinder of
‘the gaps tn our schedule were filled with thirty-seven volunteer s‘tudents

from.the tutoring program. -With this staff we began our classes, which

of the quarter we had completed three months of intensive education, .
) serving this number of students, on a total budget of $4,478.00, .

|

|

|

|

|

;

|

\

before the end of the 1ante1:, numbered sixty—four‘students. At the end | ) ' ‘

Our sixty-four students were, indeed, @ diversified 1ot. They ranged ‘

in a8e from eighteen to sixty-nine and in language ability from total i}k

literacy in all languages to hikh literacy in geveral languages, the ex—

ception being English. To add to this complexity, we made our program an*

open door policy which accepted students from all cultures. We "eventual\-

ly ended up with a class consisting of Vietnamese, Cambodians, Laoeims,

Portugese, Persian, Spanish, Danish, Korean, and Chinese. With the ex- .

ception of, the Vietnamese, Cambodians, and otier;s, however, .the\other. -
cultures were represented by one orit_‘wo 'Itudents'. Profes&ionally we

had students from every walk of life: a destroyer captain and three of -

his officers, an obstetrict n, a French teacher, a pharmacist, a contrac- .
tor, a public official] a gbldsmith, a carpenter, and housewives were LS .
—_ numbered among our students. ) . \ - 4
. \ s
MATERIALS h S
’ ’ Since we had no budget, we could buy no books, or other learning .‘,, .

materials., So, we began our lessons on pe'nmanship paper bdqrrowed frpm
e‘Learning Resource Center and a set o idioms, flash\cards, 'and_ rmimeo~ N
graphed exercises copied from 8 diverse supply of grammak botks, composi-

tion books, -and assorted literature and poetry books. Thiou out the C

Aruitoxt provided by Eic:
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3 quarter this odd assortment ot textbooks,, together with borroved EsS.L.
materials from the night program, and a %reat deal of imagination and
de

resourcefulness by our staff and tutors,jfumished us with home-
exercises enough to carry on our programr'. The beginning studentf, taught
entirely by tutors, bédgan by learning t | write and pronounce theg alpha-
bet. The intermediate group began with phonics, pronunciation gxercises,
and pattem Sentences. The top group bégan with common idioms, grmar

nce we pad no testing mate:ials, we decided where our Studen were

AR {
\ ' ) ! -ls\ithin our vid(language spectrum by using the trial and error method.
If an eXarcise worked, we knew we were spccessful: if it was too dif-
ficult, j
’a file of all our lessons and by the end of the Quarter we had developed
‘ a——.library of materials borrowed from oth r sources and original muterials

created by the staff and tutors. These materials were on hand to Yegin

e shared our ideas with the ne'x group up., Of coutse, we kept

our prog%m winter quarter. . : .

. v |
* % To consolidate our materials and share our ideas ddring the qua \ter.‘
- . v o
we held staff meetings once 2 week. Here, we shared Ou; successes and !
»

\ .failures and coordinated th%staff so that we were continually kéeping

. track of ourselves an‘d our materials. ‘At the same time we

- ing each new ‘xercise seyeral times by passing our lesso

RN to tutor, tea ) er to, tutor, or tutor to teagher. Out of necessity the

thewe for our hethods was madness, flexibility and r

CULTURAL IMPACT-MATERIALS
. ( To begin, the cultural portion of our pragram, we drew up a target
8?411 worksheet in wh?ch we “listed the areas ‘necessary for the students
t6 survive in an alien country. Once we had our target areas, we set

about the task Qf teaching the Viétnamese the living skills that are

[ . . <
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0d a simple level;
L] £ ~
the refugees ﬁad to learn how to tjde the bus, ho¥ Po use the telphone,
_ how to deal with mohey and banking, and how to get medical and dentkl

n‘ecessary for survival and advanceme:.xt in America.

care. On’ a more c<mp1ex 1eve1, the refugees had to attafn the licenses

and certificdtion necesgary for some jobs. For exampl.e, teansters in’
. Vietnan vere required different types of driver's licqnses than those.

\ issued in the United Qf’ates. Mologists in Vietnh: could practice
4 without a license.. Further, Qur atudente hdd to obtain drive

80 that they could make job contacts,

' licenses

Bus syqtem a 1nadequ te in°

Clark Lfounty‘ gox/ the type of kravel necessary to finf a job. *

tion to
1e skilis
T 1nterv1e99 for filling cut applic tions,

r couitit}g with ofher potentdal <

The final part of our-cyltural impact program an orien

employnent skills and o¢cupafions. The refugees who had market

had to prepare themselves

for writing job resumes, and rkers

for jobs, * \

They also had to cope v‘tth t e more‘ abstract euﬁloymﬁnt oroblens,
Some employers are i@luctant to hitre alfen® because they chn't spe
Engl wbecause they are '\foreign." " Also, there will be dome
ajoyers who will \{&:‘;xp!oit the refugees. The mhn with a large .
. £ tly who has no skill y have to\settle for a low level job with low
wages until he can develop a better sfclll. However, the man Who wad an
accountant for ten years in Saigon, do s not want to wash dish 8§ or be
. _a tuenty-four hour domestic. In short, we hsd to teach :ﬁé Ame\'ican
systenm as\quickly as possible 8o that welftt the program ended the‘re would
be some understanding and some opportunity for our students to find ~jobs‘

'ana begin supporting t'heir families adequately without assistance from
. welfar‘e. ﬁ\:\a: -

AT T
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'5? To begin our cultural impact progran, ve inc'luded in our language

lessons every cultural element Sut Qur sqcietry that we could devise‘

so that we were teaching Engli vi:hin Q‘praa{éal context. Additiopcl-"
ly, we invited speakers from- various px"oféesions and prograzs to ag:qdaint
the students with their jpbs §n the .it:st!tutiom th‘ey\ repfesented.

; .

CO‘QCLUSIO‘J N
- At the end of two quartdrs the Clark éollege Southeast Asian program,
, with ita limited budget and tutqdr st:sff,_, ds accomplished the following
goals: ! . )

4

Intensive English.

8. Refugees met flive days a we k for 1\$ruc )
English: pronuncistion, stiucture d dio::'s/.

\g__g{students
ly and collectively with
and outside the ¢ assroon
d tutor. , \ :

¢. Language master tapes, cassgtte tape players, video.tate, and
other media were ex:rployed o supplement regular instrudtional
methods. v

b. Trained ESL tutors comprised of Clark
. commugity volbnteers worked individ
refugees both in<the English class

d. Basic reading and writing skills using the Lauﬁaqh pethdd were
zaught by staff and trained titors to prepare students f r/
* ' regular college courses and further studies in developmerigal
reading and writing courses. . ’
‘0

Cultural Impact . o 8J
a. Instr‘uctors, tutors,\ and outside professional people taught

. basic living skills t
in\the U.S. Thege wer
1ish skills as well as

. agengies such as banks,
welfare offlces

facilitate the sirvival of the refugeeg :
taught within a frapewdrk of basic|Eng- '
ing forms, kits, and relia from a tual <
mployment offices, health offices ?nd

’

b. Tutora vorkins in the actual neighborhoods of the &efugees help-
ed them to practice living skills. For example, they taught, the
families how to rgad food ftems in the local pap!{r aand how. to\

t

w X
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. select the sale items. They taught them to drive so they could
furnish their own transportation to the stores, and they gaught » °
then how o use their mpey in paying for groceries and other .
sbrvices. '

! c. The tutorsfnd bther staff taught them American culture gnd .
customs by shaging in holiday projects such as Hailweew,

i 'ﬂranksgiving/ d Christmas celebrations.
, ‘ . . . !
% - How, l"fow‘evér', after two quarters of intensive English and Accultura- '
\ tion, many of our students feel they are ready to train for a particdlar «
vocation. “To meet these-neéds, we have redesigned our course to meet
fivq days a week for seven hours a day. The students will study inten-
English vithin the context of 1ob preparatio ,;for two hours a day. o
One hour wi{l be spent .in a special |class entitle "Job- éettiag orienta-
tion," vhich vul be taught by our cbunseling department at Clark and
finally, the Students will 'spend foul hours a day actually working in

y -job training 1is necessary td give the student a more practical,

particuyvocational areas or Yith prospective employers". This quarter
of on-t

peyson&l goal for ﬁm\uzh he cl nwork. 'In short, the student will be more .
o .vated tp learn Esglish related to his vocatgon than English in gener-
a1, ' . .
~ . . ! ~

\
he vocati’nal interests for our students are as follows:

L . Accounting Hotel Work - \-Photography
Business ! Jewelry Railroad Work
Carpentry L ‘ Machine, Shop ) Secretarial Work
Data Processihg Management ’ Surveying
Electrical Mechanics Welding

. Factory Work - Nursing ., P . :

+
.

This list, 1if necessary, will be altered to suit the needs of our
students, for the willingness to change--with all the risks involved--

has been the key ingredient to the success of our program. We fegl that
1

- - 4
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! / .

nistakes, changes, su eiies, failures, and needs are all necessary to’
our curriculun. 6 For to m§1n static Br to settle on a single method
i5 to neglect the developing student. Education to be effective must

be as dynamic as the individual who is being edycated. '

%
- §
T , ‘
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. . * . HUMANISTIC APPRDACHES .
) TO LANGUAGE ATTS
. I N H
i . v INSTRUCTION

‘ David N. McCarthy, Ph.D. .
) . ‘ Lower Colu:/d:ia College ®

¢
‘We know that a chicken caft "lea h" to ring a.bell if we revard it,
with a kernel of corn. We know that @ dog will "learn" to shake hands,
if wve reinforce that behavior with f od or perhaps, a pat and a pooitive
comment. Wetknow, similarly, that a studeqnt ;111 earn to identify an
introductory adverbial clause dbx to' cite7a poem if we reinforce his
tion of

behavior with a good,grade and mdybe also & smile., The def

,/ ‘ "learning"” that 1 am applying here i5 thig: learning is a change in be-

, Ahavior Before the learning took place. the ind4{vidual was not able to
| / Lxmgtt a certain behavip:.\ Aften-'ard. the anfmal or the student is alzle
/ \\  to man{i fest: that behavior; therefore he “has earned. ; \\\ '

'A t You might object: It*s nat that simplf; there 15'a1ot more involv-
ed in human learnirg than that. For exan)| e, human learning would in-

volve:writxng adverbial clauses properly; it would impIy analyzing the

. s So, then,the concept "learning," when applied to humans, implies consider-'

ably more than a change in behavior.,

i ) ' content of the poem, and perhaps making a judgment of 1ts literary merit. ‘;
' ’ But let me return to my chicken and dog example for a moment. Is
. the chicken who can ring the bell for kernels of corn a "beozer" 'chicken
' \&Lfor the learning” Is the dog a more "coomplete, more self-fulfilled dog?" ‘
Xﬁoes he relate to the world any differently than before? 1 would maintain ' }
lﬁet he may even be less of a dog or a8 chicken than he was before he learn-
J

3,
edyto shake hands or rfng the bell.

“and what .of thg person who can now identify and use adverbial clauses,
who ¢a

now analyze and evaluate the meaning of a poem? Is he now more
3 *

\ ) |
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LANGUAGE ARTS INSTRUCTION ° . 1, .
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‘ * ’ ’ . ) ¢
"human?" 1Is he a "batter" person;.is he more complete, more self-ful-

| filled? Does he relare to .the world any differently than he did befqre? -\

In many cases, he is ﬁot In all too many fnstances he has only changg\/

his behavior. Just Iﬁfe the chicken and the dog.

11
What 1is the capitpl of Paraguay? When was the Treaty of btrecht signed’

Do you still remember the distance to the moon? Yau gﬁed to know

But where 1s it nlﬁ’ Bf you have- fost it, 1 coﬁgend it is beeause it
was never really learnedy becacse really, vhen you vece dealing with it,
it didn't make any difference you. And since it didp't make any dif-\
ference to you, it d%dn't ﬁéke éh{ difference in you--ingide you. {f
leaming to use an adverbidl u&e or analyze g poenm does make 3 differ-

-

ente, it is not because you %re no& able to do,someching you couldn’ t do
before. Rathdr, it &s because you hhve been able\;o make some comnection
betveea the fécts fmd cognitive processes you iz;thalized and . your o¥n- \
gelf, your own person’, your owng' realicy. So, t réal 1earn1ng, htman
learning, 1s not a change in behaviot;_;gg;hnr, it 1s g change in percep~
tion. 1It's something. that takes place "inside" of human beipgs. . Here,
then, is where Hﬂ-hggin whén we speak of humanistic avproaches to lané

7

\ /
uage arts instruction. We nmust be’in with the “inside.’ . et
There will always be three elements‘present in classroom leaming:
the student, the teacher, and the subject magcer .

Let us look at this ''change in perception idea first from the stand-
point of the student. He sits in class; he "learns” to identify and use
adverbial clauses, or how to analyze the imagery in some lines of poetry.

"And he asks himself, Hut probably he does not ask the teacher, "But vhet
does this have to do with my life? How 1s it related to my needs, and

aspirations and to my own self?” And 1f he cannot see how it is, then I

44
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\ t
naintain that no real learning has taken place here at all-—nerely a few
PR chaages in behavior, merely the acquisition of information and some cog- LN

nitgive skuls. And perhaps, perhaps he gf( "turned off." -

- ; Smdents don't get turned off to education; they don't drop out be-— ¢

. cduse ‘they veren't given infot}aation, they get plénty of information.

-

ey get turned off becau'se,they can't sée the relevance. nd, if the
tudent cannot see the relevance, then, I must insist, there 18 no rele-
‘vance. Real feam'?r'ig, learning which nakes a d'ifference, leatning which
is & chtge in perception, involves discovering oeaning, discovering

peaning elevan( to the self. Real learning, then, is a deeply pe&onal
. ,  oatter. To hunmanize the language arts experience is to begin bA seeing
how things seem Lo the student. ’ " \

V

The teecher gives a wri;ing assignoent so that students vill leafn’
clear and logical modes of exprcssion. One studentl really loves wrifing. ¢
He sees the activizy as T~vehicle for creative /expr ssion; another sees

1t as a tedious game; a third perceives the progess as a ”typical worth-

, less, stupid Egglish assignmeq/:. He hates it. \
3 /. o 0 » N
e _ LY
L B Three different realities, thte% ‘different, learning experiences' 1
S N M
. love, indifference, hate. Strong ewmotions.
SR Humsnistic approaches to langudge arts instruction deal with these

emotions! And when we start dealing with personal meaningfulness and
personal “"relevance," when we.start dealing with the "inside,"' feeling

will increase as an event becomes closer to the self, For e#ample, sup~
pose you and 1 are stancfing on ‘the lawn conversing about tari;ntulas* in a
far-off countrv. 1 say, ''T was just :'eadingi of an adgrming increase of
tarantulaq in Texas. (Slight mcreas'e of emotion.) Anotfxe'r friend N

joins us, and savs, "The increase is rot in Texas, but righ: here in

!
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N :
J Seattle.” (Emotions start to pick up) "As a matter of fact,"'he says,
o . "I' just saw one in the lot next door{ (your heart beats faster). "Look )

«out, you're gs:dng to step on one"'l(as you jump, out of.yOur sking. The

closer and more 1mp«;rcant the event('t the self, the more emotion is in-
volved, whether we are dealihg with tarantulas, or adverbial clauses, or ’
poems, or essay writ{ng. The closer.the meaning to the self, the greater
/‘ the feeling. =, . . ) . / . )

‘ . \ ¢
S0} feeling and meaninL are not unrelated. There can be no thought ! -

without some attendant feeling. And if learning is discovering ‘peéo%al .

meaningfulness, it is going to havp\some attendant feelihg. The only
thin?‘ich arouse no émotions are hings which haxfe no personal rele
You only be objective about thing that don't matter. If it matterk, . ]
1c mtters»subjectively. - T _’ . )
‘,\‘ Thus, from the point of view of thg,student, learning involves the .

discovery of meaning relative to the selff. ,The more relevant the meaning :
s, the mdre emoffion will be atta’cfied to \1t. In this dearning process,

. . ) .
thought ‘and fee Lng'cannot'be separated. We have, therefore, got to deal

_ with the studenf's feelings. \ ,
Next, let look at hmna’nizing'l'earnin’g.\rom the standpoipnt of the
.teacher. What does the teacher need to éo to humanize the learring ex-
'perience? Firse of all, 1f learning is g change in behavior, teaching is
merely arranging the contingencies of reinforcement. If we only want
stuc'ients to come to know the capitol of Paraguay.‘all we must do }s arran.ge
yays to tell them, show them, drill them, test them, and grade them. But
2 1f learning is a change in perception, then teaching becomes "facilitat- , *

ing." —

What does it mean to "facilitate" learning? Let we give you three

.
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short quotes abqut teachlng.from the poet philooophér l(‘hali.l Gib}an
He, expressed it,so much better than I can: ; e e o ' Y\

\ . "The feacher who walks ip the shadow of the temple among his
w\ followers, gives not of h'is vis,don, but ratitef %f his faith and.

his' lovingness." T , "
’ The real” teacher is a real person to and with his, ‘students. He has faith
in the basic * goodness of human nature. He is n.bt a faceless enbodiment
. » of a system, he i&. not a steri1e tube! through vhfch knowledge is passed.
- . Wifen his students miss clagss he does ndt say, "Alright youn'guys, if you
. "don't come to class, I\\n going £o give You an 'E'." “Rather the Real
. teacherpsays what he really feels. "You' know, vne'n—you don't come to .
.o ,‘ class, I feel pretty unc&'tain' I don t"khow ,if you ‘re i11, or if the i

- [ 4

} coursevork is not valuable to you. Let's talk-about ie." \

¢

Because ke Lvoids the facade and thd msk Students .tr\Lt him. And
. because they trust him, they are villing- to hazard the uncertainty implic-

it in growth. It i*s a risky thing to leatn, if learning is a change in
- / perception. BEcause,\ to perceive differently is be different, differ- . -
\ ent from how you were befote. And it's much picer, much safer to stay the
- @ ¢ same. But it's threatening to say, "I don't undersiand. It's risky to
‘. / say, "but 1 see the world differently from how you see it.’ " It's easier
’ " to remain ghe same, following the same patterns and playing the same games.

i . -

Wwith an open teacher, the' student is going to take that risk, it's
/ not enough to have an open cMssroomy we've got also to have an open .

teacher. The open teacher respop o the student the way he is,’not the »
4 . . . ’ > . :
wav he would Jike thdt student to bé. -,
. .; .

Respondfto the student the way he is. This brings me to oy second

. quote: R , . -
"No man can reveal to vou ought, but ‘that dhich already lies ., "

" half acleep at the dawning of vour own knowledgé." ° . ‘

~ f
. *
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. * : -
. The teacher who "facilisates lﬁxing." reveals to the student what is
' already there within him. He ts like the sculptor who carves the ‘figures
\Rf Hercules from the block of md‘ple. If I may quote Liebnitz:

"The comparison of a block of marble which has veins, rather
. . than a block of marble wholly even, or a blank tablet, that is,
\ what is called among philosophers a tabula raza. For if the sou
< (and here we may subgtitute "student™) resembled these blank tab;
lets, thoughts would be in us as the figure bf Hercules in the
marble, when the marble is wholly indifferent to the reception of
.this figure or some other. But if there were veins in the block
. which would indicate the figure of Hercules ratheg than other
figures, this block would be more determined thd%%to, and Hercules
! would bg‘in it as in some innate, although it wouli be needful to
: labor to®discover these veins, to clear 'them by Yolishing and by
cutting away what prevents them from appearing."

Facilitating learning is helping the student discover the veins; 1t
18 clearing and,polishing the figure of Hercules which 18 innate within
the marbl7. It is allowygg for the development of and fulfilling of a
potential already there. . 1

' This brings me to my third quotation abgut the teacher:

"If he 1s indeed wise, he does not bid you enter the house
4 of his wisdom, but rather leads you to the threshold of

your own mind." .
Where is this “threshold?" Let me give you another example. @ive a
small child a GB§ of tinker toys. Don't°show him how to use them, bat’

film Ioose with them. It'may take him a long time to'construct

) \\ somet, When he” has done so, he ,may have developed a generalization;

principle. Shapes with openings fit together to create new organiza-
tiong." But, he &as learned two things: “the principle and, I think

. even more 1ﬁrorbant1y, the idea of resgonsibilitx. He is responsible
for what he has done. He did it himself. Give this same child a set of

., ‘tinker toy9,~but this time, show him exactly how they.work: 'This goes
~ - '

IG. W. Leibnitz, New Essays Concerning Human Understanding (Illinois:
) .Open Court, 1949) pp. 45-6.
48 . '
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‘ing Frost's "Stopping by Woods on a Winter's' Evening," and we are "dis-~ -
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\ ~ ]
herge, that _goes there, and you can fit\ﬁngs together and make larger
¢ T T—a
shapes."~ He will still in the end, have the same concept. But, what he

A teacher, or an educational. institum‘on, which requirés‘only that « . .
thg studeét ésge up tp its expectations of competance,.is not turning
out matuée individualsy If I say to the stydent, "Th?se are my expecte-
tions, and if fou reach\them you get an A, and if you only get-90 percent
of the way I'11 give you a’B, .and if ypu only get 80 percent I'll give you
aC, I'm tglling him what I want him to be. I'm taking the responsibil-
ity. Too mich of educatiop qonsists of coming up Es—gomebody else 8 ex-~
pectations. The Student'is‘learning to behave "as 1f" hé is what he is
not., And 1t's almost as absund as king the 'elephant to behave as if °,

.

it vere a rosebush. - ’ - .

z
v

One of the classroom games,we play that denies responsi,bjl.lity is the t,

"Guess what's on my mind" game. It goes like this. ‘Supbose we are read-.

cussing”" the lines:

) '°fhe Woods are lovely, datk and deep
But I have éromises to keep, '

- ,And miles/to go before I sleep ,

A And miles to go before I sleep." : .

I say to the class, "What do fhese lines mean?" Note the word "mean,”

One student raises his hahd gnd says, "They mean that he h. a lot o_g

work to do."/ And I say, "Well{ that'sgz

A'second student raises his ham?ang sa

etty close, but not quige it."‘ .
UThey mean that he v&uld like

" And I say,. "That's

at he would like
--they are a death wish." And I say, "That's.right &'Ihat's e

N o ~ N

w

to stay longer in this quiet beauty, but he ;'Enn

'retty good...'" And another student says, !'They mean
» . .

’




UMANISTIC APPROACHES TO
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What about these other students? Was their Reaning wrong? Ho; do th
feel? Stupid, less competent’ You learn this\ game in the classroom
‘You learn there are always three answers::. the right answer and the urong
answer. But the best answer is the answer the keacher wants, This game °
fulfills Paul Tillich's definition of the fatal .pedagogical error: "to

throw answets, Iike_stongs at the heads of studeJts who have no§<even ask-

b |
'

ed questions.’' | .
N ! Lo
\\ Our classrooms are filledwith these phony games, games whi deny
[ ]
N responsibility, games which create "w ,"_smoothly'functioning

but dead citizeps. This 1s not to say let*s quit the games. Rhtherc let's

be aware of the games we are using. Let's give the student a choice.

At this point T have dade two major points. From the point of view qf
the stud nt, learning is the discovery of meaning relevant to the self.
And as su s it will involve an efiectiv1 or emotional), as well as a cogni-
tive or thiftking_ cdmponent. Secondly, such learning is "facilitated" by
’ an open teacaer: one who Is teal and who allows the studént to take res-
{ . ponsibility for tMs own learning; one who does not throw 2:::2Ts like stones,
but rather "lets the student discover the figurg of Hercules in the marole.

A\ ‘We turn next to the subject matter itself.,

““————‘—1hqrsubjett matter is_ﬁh_gg_sn_haue~uithin it an affective and a cogni-

tive. camponent. Affect gdeals with emot'ions, dispositions, and concerns.
. - Cognitioﬁ deals with }actuhl knowledge, and formal relationships. [t is

}he discipline,in the ways of knowing,-involving induction, deductioh, an

generalization. What we want to do is combine or integrate these compon

.

ents so that they reinforce and support each other.

This process involvesfintegrating the traditional language arts sub-
jects and processes of reading—amtwriting with the students’ interests

N 5r3‘
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and copcerhs. These concerns and intarests can be ident#ified genmerally ' \
as 1dént1ty, connectedness, and power. Identity concerns are refﬁtgd to R
the person's sefise of worth, and they answer the qﬁestioﬁ "Who_ am 7" .
and "What am I worth?" Connectedness concerns deal with the person's

relationships with others, and answer the questions "To whom do I belong?"

"Who are the siénificant other persons’" Power i8sues deal with

" do I get more control over what

- oy a - M .
k .
es man different from other

over his—own life d environment:

1 do?"

“~ .

Above all else, 1it.is language whicéh

1

living creatures. —To be human is to think and feel throughi lan uage. A

humanistic apprSach to language arts instruction merely takés cognizance. *

* of this simple truth. °? . \\ . ' . LI -

. .

It would pefhaps be 1nstruct1ve to close this paper by q&king one of ﬁf "o

my own questions How 1s all of 18 discussiom\of humanism relevant to ¢ ‘\
education today 1n the community college? Students\gcome to us, and they
be humanized; I

say, "Give me some skills." They’don t say, "'l want ¢
want tb be self—actualized I wdne to achieve gy human po Efial' They
say, "I want to get a job. 1 want some-training.” And I would agree.

We need :raining" §ut we also nded more. Training gives the student the
tools and skills he needs fo go out and to.fit into a-pre-determined slot
1q society. Training is the ability to apply the rulgs, but without
queitioning the reasons. Training involves acquiring 6kills and some '.
cogni ve knowledge. . But training is only a ¢ﬂl&nge\1n behavior: We can’ .
give our gfudents training~~we can teach ghem the skilis of writing and
reading. But we can the same lessons, and at the sams time, give them
the ability to deal rationally w;th their own selves. We can engender

awareness, self-knowledge, and resdpnsibility, while teaching ading,
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writing,-and grammar. P 4
) This, then, is what I mean by "humanistic" when applied to language
arts instruction. And such an approach is not anti-intellectual. On the
contrary, it seeks realistically to make intelligence functional. Such -
. ., . ‘ )
a posture is concerned with discovery, caring and personal meaning, not N
just because that is a n‘ice way to live, but rather because it is the
hard-headed, necessary road to producing the kinds of peo}le we want
and need. R
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LIST OF PARTI'CIPANTS .
., Gra " Kent School District .
. Kent, Washington

Washington -State University

N Pullman, ‘Washington .
-Dora Alcorta . Everett Commmity College
, \ . Everett, Washington
Janice Anderson North Seattle‘Cmunity College
) Seattle, Washington .
Allan Baris / Washington State University
\\ ’ Pullman, Washington ’
. ‘\ , ‘
Nancy Barnes . N Chemeketa Community:.College \
~ . “\‘ Salem, Oregon
) ‘ Kathy Beal Fort Steilacoom Community College
z ) Tacoma, Washington
) Barbara Bowers . * Vancouver Community College v
a ( . . King Edward Campus’ ’
. - Vancouver, British Colmbia
., Marjorie Briney .+ Walla Walla Commmity College
. = < Walla Wallh, Washington ) -
. N\ i V™ L
Marie Brown T Walla Walla Commumity College

Walla Walla, Washington

RN
Vancouver Co&munity College
i Vancm‘ver. British Columbia

Betty Cameron

Gloria Contreras -Everet!t Comunik\‘m\}lejL *
. . 8

Everett, Washin
4

) . Robert Cunﬂi?xgham . * Vancouver Comunity College
' - y King Edward Campus ot
. ) . . ' Vancouver, British Columbim :
[ 3 * ' . . N ;
%,
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Anni Davison

Dorene Dennison

‘Pat Doman

Maureen Driscoll

Ton Erickson
Y

.

Janez Files

-

v1c\:or Freund \

hY
-Ale{: Garota

N

~

~

Onis Goodin
Wanda Hackett

David Ha"rison

. Roberta Ha)iden
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|
Rachel Hidaka |

.

|

Edvin Bill|

Sumiko Tkeda

sCentralia College \
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57,

\ \
Vancouver Community College { /

Vancouver, Britisht Yolumbia .

Utah Jechntcal College at Salt Lake
Salt Lake City, Utah

Malaspina College
Nanaimo, British Columbia

University of Washington
‘Seattle, Washington -

Everett Couz_nun'ity College
Everett, Washington \

Seattle Central Community College” \
Seattle, Washington

Centralia, Washington . Y

Edmon'&s Community College ’ \
Lynnyood, Washington :

Seattle Central Cém&mit'y Co],..lege ~
Seattle, Washington

tl| Central Community CoIlege
‘}d} Washington

Malaspina College ! C .
Nacgmo, British Columbia

\
Seattle Central Comunity College
ttle, Wakhington ..

Sea
Seaftle,Nashington
Wenptdhee Valley College
Wenhtchee, washington

Seattle Central Comunity Colleégd T

Cegtral Community C0115134
Seatt]e, Washington’ f
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Georgette Ioup

.

Kory Keath o =

Dennis Keen

Marge iennedy

Ann Konshak L
KaEhy«Lewis

S .

Sylvia Lovelace

v
Mildred McBride

David McCarthy v

|
John Mahaffy '

Carmen Hartinez'

Yolanda Martinez

Sy
Gloria M€rcer i
I i
Thea Maisio4Saeger |
. \ \ .
%llen Montoya i T )

!

<

Universitv of Washington
S?attle, Washington

Kent School District
Kent, Washington

University of Washington
Seattle, Washington

Highline Community College
Midway, Washington

Edmonds Comaumity College
Lynnwood, Washington

éellevue Community College
Bellevue, Washington

South Seattle Community College
Seattle, Washington

Yakima Valley Cdllege
Yakima, Washington

Lower Columbia College
Longview, Washington

Washington State University
Pullman, Hash ingtonﬂ ’

Walla Walla Comfunity College
Walla Walla, Washington

Everett Community College
Everett, Washington |

Bellevue Community Collekge -
Bellevue, Was ingeono(///{ﬂ
Highline Co ity CoAlege
Hidﬁnu Wash

WBila Walla Community College
Walla Walla Washington
N\




¢ ’ 1 3
LIST OF PARTICIPANTS' -
‘ .
. Dean B. Morgan - Olympic College
) i . Bremerton, Washington o
\ - . .
\ James K. Morishima University of Washinged’r‘L’
‘ Seattle, Washington *°
. . _ r: .
-Huc Huu' Nguyen Kent School D'iptrict X
\ A < Kent,, Washington
'D e N :f
St.:¥_ven Olswang \\ University of Washington
T Seattle, Washington i
e :
. . N s’
Richard Petersen Wenatchee Valley College '
. Wenatchee, Washihgton .
Vickie Plata .Everett Community College .
- Everett, Washingtod ' R
Willie Pugh SeBttle Central ‘Community College
, Seattle, Washington ¢ '
Donald Reed < Chemeketa Commmity College .,
. - Salem, Oregon
W. Harold Reedy Big Bend Comv.mit)\ College
Moses lLake, WashinRton .
A
»
Henry M. Reitan 4 University of Washington
Seattle, Washington \
\ ’ . M .
Barbara Richards Vadgouver Community College .
' . Vancouver, British Colukbia
- Soren Roegdke ‘Clark College , * .-
‘\\ »Vancouver, Washington ,
Maria North Seattle Coquu'nity College’ .
. Seattle, \Washington -
Ratna Roy ) ighline Conmunity ollege * /
\. idTay, M'ashi.ngton
- » Lilah Ruff v Bellewde Commmity ollege .
— Belfevue, Washingto W
\ . ! X ‘
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Susan C. Samson T

v
* John Schwenker

W. G. Sicoons

[}

William Sperling
Marilyn Stark
N

SN Michael Szasz

v
<

Nigel Turner
Tuyet Van

. J. Nathan Ward

Donald T. Williams , , »
b . -
Y "wijlsam J. Wolak

<

Mercedes Wolfe\

\

i \
Mar'lan Woodall '
®

'Y ! Kl

N;ncy Yildiz
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f Vancouver, British Columbia

.. ~

Highline Community College
Midway, Washington °*

Bellevue Commumity College
Bellevue, Washington .

Skagit Valley College
Mt. Vermon, Washington ,
Seattle Central Comzunity College
Seattle, Washington

North Seattle Community College
Seattle, Washington .

Vancouver Community College
King EBdward Campus R
Vancouver, British Columbia

":’

Malaspina College
Nanaimo, British Columbia

Lower Columbia Collgge
Longview, Washington

University of Washington
Seattle, Washington
University of Vasﬂ.t\)gton
Seattle, Washington

University of Wasliington
Seattle, Washingtom,

L)

*

Lover Columbia College
Longview, Washingt /

Portlandi Comuntty College
Portland, Oregon

Vancouver Community College
King Edward Campus
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