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Language teachers are in a unique position to contribute to global
education. They can increase students’ awareness and understanding
of the whole of Spaceship Earth, not just the tiny first-class section
Americans currently enjoy. Qur position is unique because we give many
students their first and most immediate contact with another culture, and
it 15 a culture we have experienced and found valuable. This is the
primary reason for the theme of the 1981 Central States Conference on
the Teaching of Foreign Languages.

In addition, however. there are global aspects in everything we do as
teachers. For example. we want our students to move beyond learning
plural definite articles to using language as a communication tool. We
want them to be aware of ways 1in which another language will enrich
their experiences in other classes. 1n their careers. in their entire lives.
We want our teaching v’ .mately to atfect not only the people in our
classes but as many others as possible. both within and far beyond the
school. '

These are the complementary themes of the Conference. In 1981 our
perspectives are global.

Patricia B. Westphal
1981 Program Chairperson
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Introduction

Maurice W. Conner .
University of Nebraska at Omaha

Global education is an 1dea whose time has returned. In the past several
decades. academic institutions have become. increasingly departmental-
ized. This has resulted not only in the welcome refinement of specializa-
tion. but also (and sadly) in an isolation among various disciplines.
-Interdisciplinary courses. for example. are efforts to bridge disciplinary
1solation and to provide students with a more comprehensive view of the
world. Global education 1s the logical extension of our intzrdisciplinary
efforts. It is. in the words of Lorraine A. Strasheim, “...a multi-
disciphinary phenomenon providing foreign languages with an opportunity
to become ntegrated in the total school curriculum in a way not possible
in the past.™

But is global education really new? According to Norman Abramo-
witz and Henry Ferguson. “the idea of teaching from a global perspective
is as old as Ben Franklin and as American as Jeffersonian democracy. It
is a combination of the Enlightenment belief in liberal education and the
practical goals of vocational educauoq'qnd education for citizenship.™
The idea is not new. but too often it has been buried under the weight of
disciplinary specialization and pushed aside by the competition among
academic disciphines caused by constrained budgets and a dwindling pool
of students. If the teaching of global perspectives can be infused into the
total curriculum. everyone benefits: students will be better prepared for
the global citizenship that awaits them, and as a nation we will-be better
prepared to cope with problems of a shrinking and interdependent world.
Increased cooperation among teachers of various disciplines will result,
for all will share in the vitality brought by teaching global perspectives.
The essays in this book are a representative sampling of the sessions and
workshops presented at the 1981 Central States Conference on the Teach-
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ing of Foreign Languages. The many topics they deal with are all linked
by the common theead of the conference theme, “Qur Global Skills for
a Shrinking World.”

In her chapter, Lorraine A. Strasheim urges the use of culture to
globalize not only foreign language study but the entire curriculum.
Readers will welcome her concrete suggestions for seeking cooperation
with colleagues in other academic disciplines. Her essay is based on her
keynote address at the conference.

A social studies educator, Clarice M. Ramsey describes the inservice
model she developed that uses social-studies and language specialists to
encourage the teaching of global perspectives at the elementary and
secondary school levels. Her mode! should have a ripple effect.

Valters Nollendorfs discusses ethnic schools as examples of teaching
institutions where interdisciplinary instruction takes place. He describes
his own involvement in a Latvian school and gives useful guidelines for
the establishment of a formal link between” public and ethnic schools.

Like Nollendorfs. Elise André and Dorothy S. Brown suggest a way
in which foreign language educators can take their gkills into the com-
munity. They describe a model for teaching English in an informal setting
to recently arrived refugees. '

An international dinner on the plains of North Dakota 1s the subject
of the chapter by Valoric Babb and Gene Marshall. The event is a
cooperative venture by high school and college foreign language teachers
that attracts five hundred people annually and does much to incftase
interest in foreign language programs and to raise funds for them.

Thomas M. Carr and Bonnie M. Brown discuss ways to combine
foreign language study with art and poetry. Carr describes a number of
strategies that reinforce foreign language know 'cdge as they familiarize
students with works of art. Brown integrates language learning into her
poetry class. Although the examples she gives refer to Spanish, readers
will find them applicable to all languages.

In her chapter, Betty Becker-Theye describes a program in translat-
ing and interpreting that adds a global perspective to the foreign lan-
guage curriculum. Students in her program work with material from a
variety of academic disciplines, and theyv find employment in ficlds as
diverse as hotel management and government

Nonverbal communjeation 1s a subject of ihcrca.smg interest to lan-
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what Edward T. Hall has described as the sifenr language, and they
present a rationale for including it in the second language classroom.
Although these techniques and activities are designed for the Spanish
class. they can be adapted to other languages as well.

Women's studies has been called the fastest growing academic disci-
pline since the late 1960s.} Integrating women’s studies into the foreign
-anguage curniculum s the purposce. of the project described by Mary
Jane B. Roe. ShunCMdc‘zciccxpts of -matenial developed in a curriculum
project of the Minneapohs Public. Schools that could be used by lan-
guage teachers 1n other districts : .

Nononal-functional svllabus is the term used to describe a curricu-
lum developed 1 Europe and based on topical categories and possible
Interactions to carry them out. Constance K. Knop* description of the
notional-functional syllabus 1s based on her keynote address at the
1980 Central States Conference. Because of the positive reaction to her
address, the importance of this teaching method. and 1its application to
the theme of this anthology . the address is printed here.? i

Estella Gahala completes the zimholog_v with some excellent sugges-
tuon ‘or the revitalization of a foreign language program. In a high
sche  with decliming enroliment, she and hér colleagues have dramat- -
ically increased the number of students who enroll in foreign language
courses. In her chapter she outhnes steps taken by her department that
could be duplicated elsewhere. These include image buildihg, curriculum
reform, and department reorganization

I'eaching global perspectives in the toreign language classroom takes
many forms. It transcends academic disciplines. involves new techniques
for presenting material, and requires expanding modes of communica-
uon. Foreign language educators can contribute greatly to the global
cducation of their students. In an olationist society that is only be-
ginning to realize ats dependence on the rest of the world., foreign lan-
guage cducators must make this contribution.* 1his book (and the
conference it represents) helps teachers to participate in the growing
global education movement.

I would like to express my appreciation to my wite, Cora A,
Conner. who read cach chapter carefully and made valuabie sugges-
uons. Alo. | wish to thank “Michael Kiefer of National Textbook
Company tor his geptle but sage cdugml advice during all stages of -

H

manuscript preparation,

1
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| lorratne A Strasheim. “Broadening the Miadle School Curriculum Through Con-
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Company, 1981). p 65 )

3. Yvonne Rochette:Ozzello. “Women’s Studies and Foreign Language Teaching A
New Allance.™ ¥ew Fronuiers in Foreign Language Education. cd. Maurnce W.
Conner {(Skokie. [ National Textbook Company. 1980). p 34

4 Because Knop senved as a coeditor of this book. her manuseript was cvaluated by an
outside reader. Karen Soukup of the t'niversity of Nebraska at Omaha

5 Paul Simon. in The Tongue-Tied American Confronung the Foreign Language
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Language Is the Medium,
Culture Is the Message:
Globalizing Foreign
Languages , ‘

Lorraine A. Strasheim
Indiana University, Bloomington

Introduction: Messages Sent and Messages Received

Upon first hearing “Education is . . . hanging around until you've caught
on.” an observation attributed to Robert Frost, one might assume he is
addressing students. However."ﬁ may well have been, with tongue in
cheek. admonishing teachers. Back to Basics is a case in point.

When students’ skills in English were first criticized, the knee-jerk -
reactors among us added spelling quizzes by the gross, conjugated verbs
with a vengeance, analyzed grammar in carload lots. and assigned reams
of comprehension questions to be answered in writing. There was little
or no mention made of the more complex skills— the ability to reason,
the development and explanation of ideas. and the acquisition of infor-
mation. At the same time because the critics of math education were
focusing on students’ computational skills. drills in addition. subtraction,
multiphcation, and division skyrocketed, but there was hittle real attent
tion given to problem solving. And. finally. when it was pointed out that,
students did not know geography and contemporary world leaders, the
stampede toward mapmakingsand rote memorization was on. Almost no
one had time to consider what kinds of information and knowledge
about the world students needed: everyone was 100 busy defmmg the
ways in which his or her discipline is *basic.”

.
7
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2 A Global Approach to Foreign Language Education

-

.Had we caught on, had we comprehended mare than the surface
mcanings of the criticisms being leveled, we might have been able to
exert some positive leadership. We might have realized that our “publics”
were trying to tell us that our'young people are inarticulate; they do not
deal with idcas, and so they cannot communicate and are not problem
solvers. Peinaps--just perhaps— our publics were trying to say that they
wa‘.ted young Americans to understand the concepts of chang. com-
muanication, conflict. and interconnectedness or interdependence. We did
not initiate dialogue or probe thie messages, so we will never know; we
were too busy wniting defensive professional Iiterature and designing
even more dcfensi\é‘tprricu[a‘ And vet our publics may have really been
t&mg to tell us that'it was conteni they were questioning: they want the
skills acquired in the humanities used to bring the humanities to bear on
the issues and problems of life today-—and tomorrow. Had we caught
on, we might have been well on the way to well-implegented global
education today. :

The preferred rubric 1 less important than the emphasis on"culture
studies and or transnational issugs and problems. for the phenomenon
comes in many vanations and under many designations'

s

citizenship education _
comparative education studies
cross-cultural education studies
future education studies

global education studies perspectives
humankind education studies
international education studies
multicultural education studies

peace education studies
world-centered educan}n studies.

Use whatever name vou choose. As Harlan Cleveland points out. "More
important is learming to think of diffcrences as interesting. In a poly-
cultural world. 1t is not treating all peoples as sisters under the skin, but

. learning to alue differences among peoples. that is the beginning of

teierance . . not ‘all men are brothers.” but "all brothers are different:™™

‘ldw first step toward globahizing any disciphine has to be learning’to
percennve. global education as a construct 1nto which all disciplines fall.
Global edBication 1s an all-inclusive organizing principle, not an add-on -
innovation tor Monday morrng. )

ERIC
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Globalizing Foreign Languages, Strasheim 3l

The Construct: Global Education

Learning 1s the process of preparing to deal with new stuaigps
' The Club of Rome:

Reduced to simplest terms. global education, a multidisciplinary educa-
tional philosophy and curriculum movement. is a “coming together of
the traditional humanities. modern social issues. and the students’ per-
sonal concerns™ in an effort to “help young people live in, respond to,
and shape their world.™ In essence, global education complements John
W. Gardner’s argument that. " A generation doesn't have much choice in
the problems that the forces of history throw intorits lap. It does have a
choice as to whether it will face those problems honestly. We need con-
unuous and candid debate as to what the most importany lems
are, and whether we're turning our backs on them or sotving them or
making them worse.™
Global education 1s not a difficult response for educators to make,
for. as David C. King and Larry E. Condon point out, educators
are accustomcd to change. Wh.n 1s different toda\ 1s the urgency in
the stituation.’

Once can never say that a curniculum s finished  Rather. 1t 1s a process a

continuing serics of shitts and changes that we make in our effort to provide

traiing that will better prepare young people for the future As the closing

decades of the 20th ¢ v approach with what swem! to be alarming speed.

we lind ourselves lmma highty complex world. in an age chargcterized by

o wrenching changu and ever-increasing interconnections /n such a world. the

? dvnamics of curnculum as a process become more and more important,
(Itabics mine )

Kl

Global education. whatever the discir ne in which it is to be imple-
mented, 4 Lee Anderson stresses, man. . anges in the content, the
methods. and the social context of éducativa.® David C. King and Larry
E. Condon define the changes nceded by specifying “a curriculum that
includes oppartunities™

l. to learn to recognize the intereonnections between one’s own
life. one’s socicty, and major global concerns such as environ-
ment. resources, population, and human rights—-and how these
1nterconnections affect our future options and choices

Q
B . /
SR o 1d




4 A Global Approach to Foreign Language Education

2. 1o develop an understanding of basic human commonalities. at
the same time recognizing the importance of individual and
cultural differences ;

3. to develop an awareness of how perceptions differ among indi-
viduals antd between groups

4. to develop the skills which enable adequate responses to an
electronic age. with its increasing volume of information and
technological choices

5. tc acquire an ability to respond constructively and flexibly to

local-national. and global events. as individuals and as members

of groups.”

Global education is one of the first all-school movements 1n decades to
be conteni-centered as can be seen from the ways in which goals are cited.

. But global educators go bevond the definition of goals to define the
sensitivities and competencies needed for the rest of this century and
beyond. Robert Leestma defines these:

- . - -~ ~1
some biasic cros-cuhtural understanding. empathy, and abihity to com-
municate with peeple trom different cultures, a sense of why and how man-
kind shares a comnion future  global tssues and dynpanucs and the calculus
of interdependence a sense of stewardship in the use of the carth and accep-
tance ot the cthie of intergenetational responsibility tor the well-being and
tair chance of those who will come atte: us *

Global educators then proceed to define the desired learning outcomes in
terms of cognitive. perceptual. emotional, and social capacities, which
are then broken down into abilities. What follows is an extremely small
example from the massive work that has been done. Lee Anderson is
defining one of several capacities that contribute to the person's per-
ceiving his or her interconnectedness or interdependence.

v

Competencies in Perceiving One’s Involvement in Global Society

- reyuires pereenne that peoples at all fevels ot socal orgamzation
the from the idividual to the whole society  are both “cultural
CAPACHTEY  borrowen™ and “cultural depositers™. they both draw from
o and contnibute to a “global hank of human culture™ that has

been and continues to be ted by contrthutions trom all peo-
ples. i all geographical regions, and 1n ¢l perniods of ume

O
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Globalizing Foreign Languages Strasheim 5

which a; conceptualize culture as a humap creation varying amaong
requires particular groups and societies but serving umversal
the 7 objectives,
ABH TTY b) irace the historical and geographical origins of
to ® the technologies ® the institutions

® the languages ® the beliefs

¢) wenufy contributions (technologics. beliels. institutions.
languages) made by one’s own communuty. region, reh-
gion. or ethmic group to the “global bank of human
cultures ™

/
. |
Thy/definition of such capacmcs abilities, or competencies is necessary
an cducational movement in which all disciplines may share.

The confluence of the traditional humanities. modern social issues:
and students’ concerns in glpbal education makes it. in the words of
Norman V. Overly. “an all-encompassing organizer for general educa-
tion. inclusive of all other sj&jects.““’ One of the rcasons why the name
“global education™ has wider appeal than some of the other designations
for this phenomenon is related to this all-inclusive aspect. The Wisconsin
State Social Studies Curriculum Study Committee makes an excellent
point in this regard: “The word ‘global’ . . . 1» much more than a geo-
gtaphic term- 1t is a concept that includes the attributes of cultural
content, a way of approaching study (a method), and a view of social
context that shows relationships among human beings and between
humankind and the universe. Global studies is the responsibility of all
teachers of all disciplines.™"

| .
The "Fit” of Foreign| Languages in the Construct

Sodal change s o learming process tor ol concerned It alwavs requires re-
cducation of large numbers of people to actopt new objectives, new values.

T new procedures
John W, Gardner?

While global education v muludisciplinary in scope and intent, the
teachers of alf.the many disciplines involved face the need to learn new
roles and some ditferent ways of dividing up the curriculum * pie.” One
of the most difficult problems to sirmount is the fact that. even in
the bame school. science teachers de not know what foreign language

16




6 A Global Approach to Foreign Language Education

teachers are about, social studies teachers do not know what is being
taught in English classes. and so on. The first task is to require each
subject area to educate its peers. i

Within a given school. foreign language teachers can certainly share
the responsibility for developing what Leestma identifies as “some basic
cross-cultural understanding. empathy, and ability to commynicate with
people from different cultures.” They also have a real contribution
to make in helping to develop what Robert G. Hanvey identifies as
perspectives, two in particular:

R Perspective Consciousness the recognmition or awareness on the part of the
“indrvidual that he or she has a view ot the world which 15 pot universally
shared. that this view of the world has been and continues to be shaped by
influences that often escape conscious detection. and that others have views
of the world that are protoundly different trom one’s own '}

Cross-Cultural Awareness: awareness of the diversity of ideas and practices
to be found '‘n human societies around the world. of how such ideas and
practices compare. and including some hmited recognition of how the rdeas
and wars of one's own society might be viewed from other vantage. 14

R B

The differcnce between the culture teachings of foreign langyage teachers
and the: . in other disciplines is that the students learn social behavior.
using the second language, in simulated experiences that are never quite
the same in a monolingual context. In a well-taught sequence. students
can develop a parallel repertoire of perspectives and skills that enhances
their coping strategies throughout their lives.

As schools or interdisciplinary ‘or multidisciplinary teams in a school
are defining the ways in which the various subject areas can contribute to
‘the achievement of that school’s global goals and objectives and so pro-
vide different complementary modes as options to the students, foreign
language teachers will. in all likelihood. focus most heavily on culture
studies. This focus retains the integrity of the skills goals of languages.
As Edmund Glenn. the Chief of Interpreting Services for the United
States Department of State. emphasized in the early seventies: “If you
want to be understond, truly understood. by people of a different culture,
of a different language. it is not enough to use their vocabulary. their
grammar. or even their pronunciation. You also have to use their logic.
Otherwise they will not understand you.™"* And. obviously. you will not
understand them.

o 17
ERIC
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Globalizing Foreign Languages: Strasheim 7

Within this framework, foreign language teachers might well teach
social behavior in the first year, focusing on France, Spain or Mexico, or
Germany. and then contrast three or more societies speaking the lan-
guage in the second or third years: certainly some time must be devoted
to the Spanish-speaking. Fre 1ch-speaking, or German-speaking “worlds”
before the student leaves his or her foreign language experience. It may
well be, however, that some teachers of advanced offerings will want to
focus on transnattonal jssues, utilizing the popular print media from two
or three of the societies speaking the language as the basis for research:
teachers of advanced courses may also want to use the language as a
vehicle for studying peoples anywhere around the world.

Despite the multidisciplinary character of global education, it is
highly unlikely in these times of constrained school budgets, declining
student populations, and reductions of staff that many schools will be
able to offer “teamed™ experiences in the classroom. Team efforts will
probably have to be imited to cooperative planning. But there are other
modes of cooperation. As | have suggested in another context, inter-
dusciplinary and multidisciplinary teams can meet to deteFmine:

I. where there is “overlap™ in the disciplines. where two or more are
addressing the same general topics

2. a sharing of responsibilities in the preparation of the school's
global education objectives and complementary modes of achiev-
ing them /¢

Such interaction could also lead to the identification and or preparation
of materials to be used in two or more disciplines: it could lead as well to
some class and teacher exchanges.

I'eachers can also utilize what | have named curricular complements
to affect a measure of iterdisciplinary or multidisciplinary cooperation. !’
A curricular complement 1s one discipline’s approach to a topic con-
trasted with another's. While curricular complements need not be taught
simultaneously, teachers can use their knowledge of the other disciplines’
activities as a review of prerequisite knowledge and to expand and rein-
force student learmings. Some sample curricular complements are:

® Foreign Languages: food. meals at home and in restaurants, table
ctiquette. table settings, and the like

13
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8 A Global Approach to Foreign Language Education

o Home Economics: the preparation of foods from the cultures
represented in the foreign languages offered

o Social Studies: the food chain, calorie consumption around the
world, global food quantity. and related matters.

Surveying the faculty on three to five such topics will also aid in the
development: of faculty cohesion. It may well be that no school can
hope to define total program objectives or to achieve multidisciplinary
cooperation ‘without going through a curricular complement survey of
one-kind or another.

None of this is to say that foreign languages as they exist today are
de facto global education any more than science. literature. or social
studies offerings are. Over the next five to ten years. foreign language
teachers. like their colleagues in all the other disciplines. must determine
what global dimensions are to be added to their courses and programs
and what learnings are to be replaced or eliminated altogether in order
to make room for them.

The Professional Values of Global Education to Foreign Languages

Global education 1s a chalicnge that has the potential to rival Sputnik in
re-invigorating American education with a sense of mission Taken as a
whole, 1t offers the closest thing in education to a maoral equivalent of war
The concerns tnvahed convey the tull complexity and fascinacon of world
reality as well as the imperative clement of survival T
Rohert Leesima'™

Were foreign language education to repudiate its raison détre and play
no role in global education. there would still be positive results from
foreign language programs as both student and community populations
became more culturally sensitive and aware. Strong, meaningful global
education experiences in the elementary school will both foster additional
and maintain existing second language programs at that level and create
a different kind of responsc to other languages and their study when
students enter the middle or junior high schools where beginning foreign
languages are offered.

_Foreign language specialists should also welcome the advent ot
global education for professional reasons. It provides us the incentive to
address some of our teaching problems with vigor and determination.

O
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The outhne that follows suggests some of the issues and problems we
have to face:

v,

Despite the efforts of people like Robert C. Lafayette to develop
coping strategies, more than a decade of the alteraative educa-
tion movement and “innovative overchoice™® had led to the
following:

A. “Patchwork” curnicula

B. Materials so “inflated that they do not fit the time allotted
for instruction™ )

C. Mateiials and curricula without central focus or organizing
principle

D. A loss of a sense of mission and low foreign language
teacher moraic.

I'wo of the major goals of forecign language education— ihe

development of communicative skills and the acquisition of

cultural awareness and knowledge-are not integrated into
teaching materials; they are. more often than not, left to the
individual teacher's ingenuity and resources.

A. Culture and communication are more often represented in
the goals and. or titles of textbooks than they are in the
teaching and learning materials themselves.

B. Studies have shown that significant numbers of teachers are
giving low prionty and httle instructional time to either
communication or culture or both.

Foreign language curricula are primarily defined by textbooks

due to the drain on teachers’ time caused by the proliferation

of muluiple daily preparations and multilevel classes. 22

I'here are no professional learning-outcome minima that teach-

ers can usc as guidelines in curriculum planning and in selecting

teaching matenals.

Inservice teacher traiming is foundering because it has no central

theme or organizing principle that would attract teachers who

are tenured and licensed for life.

A new decade and an emerging educational philosophy. combined with
¢fforts to breathe new life 1nto the humanities. can provide (if foreign
language teachers but have the will) the incentives needed to attack
curricular problems through an area other than methods. This can

ERIC
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be done by focusing on content—idea content— for the first time in
three decades, )

Language specialists such as Albert Valdman and Helen Warrnner-
Burke are advocating bringing the linguisuic components of foreign
language offerings under control. If this were done, 1t would provide
an excellent opportunity to focus on culture-based materials, for the
Valdman and Warriner-Rurke proposals include:

1. higher priority to semantic notions than to surface features in
selecting and ordering grammatical features

2. emphasis not on «eaching a specified set of grammatical {eatures
but-rather on showing which grammatical devices are available to
express semantic notiens and perform commuaicative functions.?'

Reordering our curricular priorities to give culture a prime role and
determining that foreign language skills are to be introduced and de-
veloped through culture studies would give languages a new lease on life.

It just might oe that the attrition rates will go down as the idea level
rises. It could be, too, that teachers who are burning out might find a
vital new interest in course offerings that are culture-based because many
such teachers have lamented the distance at which they find themselves
from their humanities roots. While this process does entail learning,
unlearning, and relearning on the part of teachers, they have as much
need of this knowledge as students; teachers too have to be able to live
in, respond to, and shape the world. But how do we proceed?

Some Long-Range Professional Goals

At the National Conference on Professional Priorities held in conjunc-
tion with the 1989 Annual Meeting of ACTFL, Robert C. Lafayette and
and | projected some long-range professional goals for foreign language
teachers; these goals were stated in a position paper entitled “Foreign
Language Curricula and Materials for the Twenty-First Century.” In
order to define these goals, we first had to determine the future directions
of education.

Assumptions about Education

1. The role -of schools and universities will be defined and or
appraised in terms of “the total ecology within which they
O
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function.” “the social. economic, and political systems in rela-
tion to the hiving environment. 24

. Basic education will be redefined in what Harold G. Shane has

identified as “two diverse but compatible tracks™s:

A. Accelerated effort toward achieving educational excellence

B. “New basics™ to help the next generation to wark at resolv-
ing the problems of a threatened biosphere.

The humanist movement, calling for “concentration on processes

more than behaviors™ (processes such &s “facilitation, encour-
agement. helping, aiding. assisting. providing oppartunities,
and creating needs to know™; will govern the approaches to
learning. ¢

Changes in school structure and patterns of use in the school
year and the school week and new technology will offer all
educators the opportunity to develop approaches and delivery
systems utilizing a wide variety of learning modes. >’

Lafayette and | then proceeded to make some assumptions about global
cducation and its components.

Assumptions about Global Education

. Teaching materals are built conceptually around social issues or

problems, or they are culture-based.

A. Global e¢ducation is a multidisciplinary effort to affect a
unity between the humanities and modgrfi sokial issues.

B. The object 1s to increase awareness of the world as an inter-
dependent system and individual nglions as both dependent
and independentsomponents of thfat system.

The instruction, the feaching matgrials. and the learning activi-

ties are learner-centefed.

Leachers will be lear ith their students.

A. Untul materials Jare well developed. teachers will learn
through multidijerplinary inservice experiences, the profes-
stonal literature, §nd classroom experimentation.

B. Fventually the teadhing materials will. through both the con-
tent presented and §ids such as teacher’s manuals, guiYe the
teachers as they learfy along with their studgnts.

A
~
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1V. Some research, which will be continued and expanded 1n future

studies. has addressed the psychological, social. institutiohal.
and political obstacles to the development of global perspectives
and has attempted to define more effective approaches to
culture teaching. \

It was then and only then that we felt ready to project what foreign
language curricula and-teaching materials should be like as we move
forward to the twenty-first century. While these projections may seem
idealistic, 1t must be kept in mind that these are projections for 1990 and
beyond - not for tomorrow.

O
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Foreign Languages in 1990 and Beyond

Foreign language curricula. Itke the curricula 1n every other
subject area. will be the result of multidisciplina-y interaction
and planning

A. Teachers 1n a school or institution will collaborate on the

& 4

global objectives students are to achieve and the curricular

options open to them in achieving them. )

B. Teachers cooperating in a multidisciphnary setting will find
a variety of “crossovers™ tor the sharing of ideas and mate-
rials, and even some class exchanges.

The instructional materials for foreign languages in a global

construct will synthesize the best professional thinking on the

amounts of material that can be adequately covered given the
length of both the school yvear and the class period and consider-
ing the age and developmental stage of the learner: as a result,
they will provide appropriate goals. instruction, and evaluation.

A They will be content-onented with culture integrated through-
out the presentation core materials, the drills and exercises,
the readings. and the communicative activities.

B. There will be less hqguistic matenial requiring the identifica-
tion of minima for mastery. .

C. The mayority of teachers whose selected textbooks define the
curriculum will find that both culture and communication
are integral parts of the instructional and testing programs
and that these elements meet the selection criteria established
by the protession. .
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D. Sequenced scries of instructional matenals will move from
. the consideration of a single society (France, Germany,
Spain, Mexico) to the world of those societies speaking the
target language and finally to studyving the world using the
target language as a vehicle.

E. The teaching matenals produced by the various commer-
cial publishers will be truly competitive by virtue of the
idea content conveyed- or not convesed—through the lan-
guage learmings. ?

I11. The evaluation instruments developed will test 1dea content or
knowledge and skills development as well as form.
IV. Teachers will be active co-learners

Teachers will be active co-learners not just in order to motivate their
students but because they too will require new skills and understandings
for their own lives in the next two decades and beyond. If culture-based
curricula and teaching matcerals can be achieved. just think how teaching
can be -infused with new rigor. new vigor. and a renewed sease of
mission. But what can those of you who want immediate involvement
with global education do”

Something to Begin on Monday Morning

Some well-intentioned teachers who want to be imvolved with global
cducation are. sadly, experimenting with some extremely simplistic and
superficial ventures into transnational issues. The endeavors are sad be-
cause nerther the teachers knowledge nor the students skills in the second
language are sutficient unto the cause

I ook to your culture teaching if vou want to become involved with
global education Try any or all of the following:

I presenung visual cultural referents and clarifying cultural mean-
ings when introducing and dr;llmg vocabulary

2 discussing the cultural implications of some grammatical phenom-
ena such as the use of polite and familiar pronouns, the use of
impersonal expressions rather than /-statements, and so on

3. teatuning the whis, the values and beliefs. as well as the Aows of
soctal behavior and etiquette in the targe! culture(s)

.
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4. teaching about the Spanish-speaking, French-speaking, and
German-speaking worlds and not just a single focal country

5 focusing on the idea content rather than on grammatical and or
syntactical usages when deating with rcadings

6. reevaluating the content of textbooks to determine if the cultural
materials that are optional should be

7. being careful to relate as many learnings as possible to the stu-
dents’ community and life experiences. both through personal-
izing the skill-using activities and by providing some special
activities dealing with interconnectedness (interdependence) and
cross-cultural borrowings.

Finally. look to the apportionment of your instructional time. What
kind cf emphasis do you give to communicative activities? Wouldn't the
culture give your students the something to talk about that they're seek-
ing? What learnings will survive ten years in the future for that mass of
students whose foreign language experience is confined to two years?

v Conclusion

There are people who do not or will not perceive~ the needs in for-
eign language education. needs in the whole of education. of needs
related to coping with and living in an increasingly interdependent world.
While global education advocates use the view of Planet Earth from
outer space. the Big Blue Marble, to reinforce their arguments, Dora
Rosenzweig. age ninety-four. uses quite another image in Studs Terkel's

American Dreams: Lost and Found: A
| have a childish theory abouf the hifelessness of the moon Don't laugh 1
think theie were people on the moon who became so sophisticated that they - »
began w0 do what we're doing I believe that the people on the moon

found the ultra-ultrancapon to destroy life. and 1t became a burnt-out planet
A childish thought. maybe. but it we keep going ke this 9

Isn’t it time, as Harlan Cleveland says. to introduce “young peopie to
concepts that help them understand that the world is round and fragile
and fully-packed™ ¥ ’ ‘

25
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Cultural Understanding
for Global Citizenship:
An Inservice Model

Clarice M. Ramsey ..
University of Nebraska-Lincoln

As problems and 1ssues in our society become increasingly complex
and global in nature, there 1s great need for a consolidated effort to
help people realize the interdependence of lives. communities.states, and
nations. Teachers of social studies and language are committed to the
improvement of communication and understanding across cultures, and
ceoperation among members of the two groups at the national and local
levels is beginning to affect policy decisions in the field of international
education and the content of courses in a number of schools.

Still, questions persist about education for global citizenship, and
rescarchers and educators have recently addressed them:
Do Schools Foster Global and Cultural Understanding? Although the
need for cooperation and understanding among people and nations
is recognized, little is being done to make students aware of the cultures
of other nations. The National School Board Association conducted
a survey of school board members and administrators in 1980. The
report shows that although there is general approval and some interest
in global education other priorties seem more pressing.! Other studies
reveal that these have been no prepackaged curriculum guides designed
to help develop a more global perspective. The Department of Educa-
tion, aware of the lack of instruction in global interdependence and
international communication, encourages the development of programs
with such a focus by awarding grants under the National Defense Fduca- '
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tion Act INDEA), Title VI, Section 603. Cultural Understanding for
Global Citizenship.

How Can Schools Increase Their Capacities to Enhance the Global Per-
spectives of Students? The National School Board Association stressed
that global education must be explicitly defined and that the relation-
ships among such high priority concerns as reading, mathematics, voca-
tional and career education, citizenship, and economics must be shown.?
All professional staff members should be included in continued growth
opportunities so that they are aware of the importance of cultural and
international learning. Still, the schools must also rely on the teachers to
change. As Anna Ochoa and Lorraine Strasheim indicate. many tenured
teachers see little reason to change.’ Many have achieved degrees beyond
‘the Bachelor’s and are near the top of the salary scale. Innovative and
effective ways of reaching these teachers must be utitized.

Do Teachers Have the Necessary Awareness, Knowledge, and Method-
ology to Help Students Develop Their Cultural and Global Understand-
ing? Fewer than 5 percent of all prospective teachers take any course
relating to international affairs or to foreign peoples and culture as part
of their professional preparation.* Only a small percentage of college and
university faculty goes abroad each year, and opportunities for elemen-
tary and secondary teachers to travel are inadequate.

In order to provide more positive answers to the questions posed.
some educators met in June. 1980. to discuss, learn, and create ways
for schools and communities to increase their constituents’ cultural
understanding within a global context. Selected teams from nine mid-
western states attended the two-week Cultural Understanding Institute
at the University of Nebraska-Lincoln.3 Each state team was composed
of one social studies or language consultant from the state department
of education, several elemen* ' and secondary teachers, and one com-
munity leader.

Funded in part by an NDEA. Title VI, Section 603 grant. the
project had additicnal support from the University of Nebraska-Lincoln
and the Nebraska State Department of Education. Activities in the
institutc were organized as they would be in an inservice mecting.
The forty team members participated in all phases of the model in
ordér to increase their own competencies in cultural understanding and -
teaching methodoiogy.

Q
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Goals and Phases of the Model

The goal of the regional- project was to make educators, community

leaders, and students aware of the policies and cultures of other nations

and to improve their cgpabilities as global citizens. These teachers and

community leaders were expected to use appropriate cultural understand-
~“ing models to instruct students and citizens in their local areas.

A basic assumption of the project was that an inservice model—its
raticnale and procedures—could be copied by those participating in the
institute. The same model also could be utilized as an instructional model
for students by teachers attending state training programs. As directors

- of the institute., Paul G. Johnson of the Nebraska Department of Educe-
. tian and 1 developed a model that could be repeated by the teams in
their own districts. The model phases are the following:

1. Diagnosis of Needs

11. Sensitization

1. Instruction
A. Cultural awareness and global 1ssues
B. Activities and strategies for instruction and curriculum
C. Teaming and inservice models

1V. Application

V. Evaluation

Implementation of the Model

In the planning stages and during the institute, the phases of the model
were followed. Diagnosis of needs included needs of teachers assigned
to teach ncw courses or units in global perspectives or cultural under-
standing, cf state department officials or school consultants required
to provide curnicular and instructional leadership in international under-
standing, and of community lcaders challenged to work with citizens on
issues requiring knowledge of the complexity of increasing global inter-
dependence. Hasic to &'l grovps was the necessity of helping students and
citizens in school and community to develop the ability to make sound
decisions about the international policies of the United States and other
nations. To accomplish this, constant refinement of teachers’ knowledge
of. skills in. and perspectives on global a*airs is necessary. Preservice

SN 30
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and inservice education at the state and local levels must deal with
effect of culture on the policies and actions of nations. Because the
demands are great on both individuals and institutions, we chose a team-
training approach as a way to spread instructional innovation in global
education amony state and local programs. .

The sensitization phase of an instructienal model is essential, but the
tinic spent on it and the methods used in it may vary. Because most of
the participants in the institute alrcady viewed cultural understanding as
a necessary focus of education, they were given only a brief description
of current needs and practices. Readings and lectures were used to pre-
sent the rationale and philosophy.

Instruction was divided into three segments. Cultural awareness and
global issues centered on the culture and policies of China, Japan, and
the Middle East. Topics included language. dress, religion, music, art,
social patterns, and other cultural aspects of these regions. Participants
took part in discussion groups on international issues such as energy.
food. population. and cultural and political interaction. Speakers with
knowledge of the cultures of the countries brought information to the
participants. Films, music, field trips, panels, simulations, and group
discussions were all part of this phase. Presentation of a variety of
curriculum projects and resources provided guides for improved organi-
zation of units of study. Institute leaders suggested numerous activities
to help students develop awareness of cultural similarities, differences,
and barriers. Role playing. creative expression, and values clarification
were demonstrated as means of enhancing attitudes essential in an
interdependent world.

During the third part of the instructional phase, recognized experts
on inservice education presented guidelines for staff development. In
addition, they alerted the team members to the behavior and concerns
that might be exhibited by persons who are introduced to new ideas and
methods. Change or the adoption of innovation is a process, not an
event. Change is made by individuals first, and then by institutions. It is
a highly personal experience which entails developmental growth in feel-
ings and in skills. An innovation should relate to people first and then to
the innovation.® As turther help for educators in inservice programs or
in classroom'.s. those pre -nting this portion indicated the stages of con-
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cern and the levels of yse of innovation. thereby giving team members a
way of viewing their developing projects and the project participants.’
This helped members to analyze their own feelings and behavior when
they are introduced to innovations.

Because the institute members were to accomplish their task as
teams. various team-building and communication activities were used
throughout the two weeks. The team concept provided for a synthesis of
ideas and for personal support—two wital parts of an innovative endeavor.

In the application phase of the model, teams incorporate ideas from
the instruction phases into inservice models for cultural understanding.
After assessing the needs of their constituents, each state group planned
an inservice model and selected the phase or phases to be emphasized
during the following year. Many tcams planned to concentrate during
the first year on the sensitization or awakeness phase for educators. Team
members will share their insights at prof¥ssional meetings and through a
variety of state and local publications.

Several models included plans for promoting global perspectives
in social studies classes. Because of the increased emphasis on multi-
cultural and multiethnic learning. teams suggested cooperative efforts
with these movements and planned strategies for this that were included
in their modcls.

The models also contained suggestions for making participants
sensitive to the concerns and developmental stages of learners, whether
teachers or students. Collaborative efforts with educators in other disci-
plines and at a variety of school levels were emphasized in most models.

In the evaluation phase. the group developed procedures designed to
assess the effect of the model when used in the institute and the effect of
it when replicated in inservice and classroom situations. Both immediate
and projectsd results provide the basis for the project evaluation. Results
of pre- and post-tests of participants’ knowledge and attitudes in areas of
cultural understanding showed positive change. Position papers and
inservice models revealed the learning acquired and synthesized through
the project model. Subsequent collection of information from fall in-
service projects and spring classroom implementation will permit further
evaluation of the cultural understanding and global learning that has
been introduced.
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Conclusion

Before the effect of the institute model on students can be” assessed,
teams must make usc of the models they developed. But it is none-
theless apparent that many individual participants have increased their
cultural understanding. Team members saw cultural understanding for
global citizenship as an exciting and essential goal. Through the develop-
ment and use of models, they demonstrated their commitment to
global education. '

Global citizenship requires the skills and knowledge of various
disciplines. The cultural understanding model can become increasingly
effective as language and social studies educators work together to adopt
and adapt to the needs of students in a global society.
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of Texas at Ausuin. 1980)
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Global Education at =
Home: Ethnic Schools
as Sources and Resources

Valters Nollendorfs
University of Wisconsin-Madison

On Saturday mornings 1 travel 80 miles to a small church in Wauwatosa,
Wisconsin, to teach a four-and-one-half-hour course in Latvian for which
my only payment is personal satisfaction. This erercise is not unique
except for the 'Iength of the trip. Thousands of ethnic-school teachers are
repeating it year in and year out, and they are at best getting some of
their expenses reimbursed.

The Latvians in the United States had fifty school units in 1977
with some 1500 students, all part-time.! The classes normally meet on
Saturdays or Sundays for thirty or more weeks a year, and all have a
standardized curriculum including Latvian language, literature, geography,

“history, religion, and some ethnic activity such as singing, folk dancing,

or crafts. And Latvians are not unique.

Joshua Fishman, in a recent study, speaks of “literally thousands™ of
ethnic schools and explores their strengths and weaknesses.2 A recently
completed study by Fishman and Barbara Markman has located some
5,000 schools to date, and the effort to count the schools—as well as
other ethnic cultural institutions—is continuing. These schools represent
a wide variety of languages—some four dozen. When published, this
study will provide both a starting point and a resource for dealing with

* ethnic education in the United States.’

Ethnic schools make use of a number of educational models that are
in many cases based on the characteristics of their respective ethnic
communities; they also represent various levels—eiementary through
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higher education. In many ethnic communities, the education in the
mother tongue extends beyond basic education and thus produces people
able to_function in that ethnic com:nunity.

Within the Latvian system, in addition to grade schools and high
schools there are a few intensive summer high schools that have evolved
during the last fifteen years. There are three in the United States, enrolling
well over 300 students for a five-to-six-week course of study.

‘An all-day Latvian high school in Minster, in the Federal Republic
of Germany, attracts a handful of students from the United States every
year, and studies have been made about the feasibility of opening an all-
day Latvian high school in the United States or Canada. For graduates
of Latvian high schools as well as for those high school graduates who
speak little or no Latvian, Western Michigan University offers summer
courses in that language, starting with elementary instruction and ending
with lecture courses in literature and political science. A recent addition
has been a short course in teacher education for Latvian school teachers.*
Further, a successful one-to-two-week cultural immersion program takes
place anpually.and provides seminars in a choice of such subjects as
crafts, poitics, history, traditions, and ethnic design.?

The Latvian educational enterprise, though dependent on the initia-
tive and under the direct jurisdiction of local organizations, is watched
over by the Bureau of Education of the American Latvian Association,
which establishes overall program goals, conducts an annual standardized
competitive test for advanced students, and organizes teachers’ confer-
ences. All this is done without any significant financial support from
outside the Latvian community in the United States.

If we consider these and similar efforts among several dozen ethnic
groups—some larger and others smaller than the Latvian, some repre-
senting a more cohesive ethnic-religious social structure and vitality than -
the Latvian, others already showing signs of assimilation—at least one
thing should be clear: there is in this area a tremendous potential for
foreign language and foreign culture study in the United States.

Ethnic Schools and National Language Policies
Do we know how to use this potential? Are we even aware of it?

The report of the President’s Commission on Foreign Language
and International Studies does acknowledge the existence of ethnic
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minonities and their potential. “The United States 15 blessed with a
largelv untapped resource of talent in the form of racial and ethnic
‘ minorities . .. " states the introduction. (ltahcs mine.)* And the princi-
pal reccommendations proclaim, under |1, F. that A major role in inter-
cultural ard language teaching should be given to America’s ethnic and
Iinguistic minorities . . . . (ltalics mine.)” Chapter 1 of the report suggests
that “special attention should be given to encouraging ethnic and-other
minority-group members to enter linguistic and international studies and
10 build on their existing linguistic resources . .. ™ (Italics mine.)* Chapter
Il menuons that “our own ethnic and language minorities constitute an
often neglected resource n teaching about other cultures and coun-
tries ... .™ The report goes on to sate in Section VI that “the presence
of 30 million Americans whose first language is not English . . . can
offer children and their teachers Important intercultural insights™ and
further suggests that we should seize the opportunity provided by “the
presence in our schools of children from ethnic communities” and by
visits 10 “local ethnic events and projects.” (Italics mine.)!0
The report includes only two references to ethnic schools. neither
reference specific about the contributions the schools can make Section
IV of Chapter 1. which deals with pedagogical experimentation, suggests
that “Americans whose first language is not English should have every
opportunity to advance their competency in that language, without delay-
ing their mastery of English. State authorities should encourage the
contribution of the thousands of ethnic language schools operated by
language minorities to enable their children to master the languages of
their forbears.” (1talics mine.)" Only Section 1V of Chapter 11.seems to
o beyond this rather vague encouragement 10 state, albeit parenthet-
ically, that *The [intensive summer] institutes should draw teachers from
more than one geographic region and from different ethnic backgrounds
(ncluding individuals teaching in the ethnic schools) . . . ™2
Another major document (whose recommendations were available
to the President’s Commission) was drafted by the MI.LA-ACLS Lan-
guage lask Forces. This document also deals with cthnic schools only in
passing, and such schools are not among its nineteen priority items. It
does mention “that the study of languages with which ethnic groups in
the United States identify should be widely recognized and encouraged”
and it reccommends “a study . .. of language teaching programs under
non-academic auspices, including those of proprietary schools, church
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and community schools . . . .*" This study “would focus on the number,
financing, and accessibility of such schools, and on the purposes. methods,
techniques, evaluation systems, and achievements of their instructional
programs. It would attempt also to identify success models having
features that might be adapted to use in schools and colleges.™'* Here is
that discouraging word encourage again and, of course, study. There is
no notion of how such schools}could function not only as possible
models but as possible participants and partners in multilingunl education.
The mainstream of American language education seems to rush by the

ethnic schools and fails to realize that they can indeed contribute signifi--

cantly to the total enterprise.

There is little in the documents just discussed that goes beyond the
recognition that ethnic schools exist and that they have potential. What
that potential 1s and how to tap it seems to be, at least for the time

.being. outside the scope of a national language policy. Perhaps one
reason for this exclusion is the traditional and wides  ad uneasiness of
the ‘American public about ethnic minorities in its nudst—the melting-
pot mentality. This mentality is, of course, still evident in the Title V1l
bilingual education directive which- ideally—is supposed to lead to
integration though it may be twisted to other purposes (for example, to
language mainterance). This mentality is also alluded to in Fishman's
rhetorical question: “Are our schools 10 be partners in the building of a

culturally democratic America or are they. to imply that only a linguis-

2

tically and culturally amplified American is a true American?™

Another reason for such an attitude may be the simple but even
more disturbing idea that those setting our language policies are not
informed about the facts and either do not know-- or worse yet—do
not really care to know what the contribution of ethnic schools to lan-
guage and international education could be. A kind of tunnel vision may
have developed within the language teaching profession under the rather
unique American circumstances: first you forget your parents’ language;
then you learn it in school if the school offers it which usually is not the
case unless that language happens to be Spanish, French, or German.

Finally, some fault may ¥ie with the ethnic schools and communities
themselves. Most of the schools perform primarily ‘community-oriented
functions and therefore may not be aware of or even willing to recognize
their potential function in American society. My experience indicates,
however. that ethnic communities and schools do participate where there

QO interest and where the climate is right,
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Ethnic Schools in the Communities

Every November, the International Instituie of Milwaukee stages a
weekend-long folk festival at which dozens of ethnic groups offer songs,
dances, foods, and artifacts. Thousands of people come from near and
far. it 1s a highly popular event that draws all ages. from retirees to
school children. Even if our national language policymakers appear un-
aware of what is going on in the ethnic communities. Milwaukee is
definitely not. In addition to the folk festival. Milwaukee boasts a fine
new ethnic exhibit called Old European Village at its museum. The
exhibit displays both dersity and unity in the origins of many of
Milwaukee's inhabitants. Milwaukee also*has all-day immersion schools
in several languages: these schools are financed by the’ local Board
of Education. .

One might assume that Milwaukee is not unique. I asked language
coordinators in several Midwestern states what they knew about ethnic
schools. Though far from a scientific sampling, this survey indicated that
in practice we know and do more than recent national documents
indicate. Suzanne P. Jebe reported that in response to the Report of
the President’s Commission, Minnesota’s Immigration History Research
Center sponsored a conference on the topic of Minnesota's ethnic lan-

_guage schools. Bruce Dorning and Dale Lange of the, University of

Minnesota are cooperating on a Directory of Ethnic Language Schools
in Minnesota. Reid Baker of Ohio reported that a directory of ethnic
schools is available for the Greater Cleveland area. ¢

The most interesting discovery of the survey was in a program in
Chicago. Run on a shoestring by the city school system’s Bureau of
Foreign Languages. presided over by its director Edwin Cudecki and
Program Coordinator David Oliver, the program administers proficiency
testing in some thirty languages. allowing students “to qualify for ad-
vanced classes or independent study as well as for credit. A year's credit
is granted for passing the exam after completion of either a vears classes
in school or a vear’s independent study.” (11alics mine. )" Tune indepéndent
study requirement in those languages taught at public schools can be met
through tutorials at either public or ethnic schools. That the program
works seems to be to a great extent because of the idealism of the tutors,
most of whom do not participate “just for the money’ " but rather if
order to serve their ethnic communities.: Despite this, Chicago's program .
has promising features, particularly its insistence on continded studies of
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the target language as a condition for obtaining credit. .Future hopes in-,

clude making Chicago “a demonstration center for innovative language

programs and to have Chicago serve in a kind of leadership role

nationally . . . . Bilingual students should maintain-their language skills
. once they ve learned English. ™!

Ethnic Schools.as Resources

The following contains some suggestions for the effective integration into
the mainstream of Amernican cducation of the language ‘and cultural

education that is taking place in ethnic schools.

E

First. there must be some basic agrcement on philosophy and policy:

. Standard American Engllsh is the accepted language of the
United States, and yet all Americans not only should be allowed
but should be urged and helped to maintain their ethnic language
or to master a language other than English. The monolingual, -
melting-pot mentality with its inherent suspicion of otherness
should be laid to rest. In addressing the fears about divisiveness
that some feel to be caused by the coexistence of ethnic groups,
Fishman states that “such divisiveness is frequently ameliorated
by language maintenance bilingual education because it provides
minorities with public dignity and, therefore, mitigates the mul-
tiple grievance and.sense of alienation on which ethnic divisive-
ness feeds.™% . .
2. Education in ethnic schools derives its advantages and strength
from its taking place within the context of the-ethnic commun-
ity itself, and the integrity of ethnic control must be maintained.
LConversely, there must also be agreement by the ethnic com-
munities that their educational efforts represent an enrichment
. of .and not a withdrawal from American society and culture.
School= alone, Fishman finds, are insufficient for_ language
maintenance; the emphasis should be on the prlmary social
processes and on the ethnic communities’ control of these pro-
cesses. He writes that “stable bilingualism and biculturalism
cannot be maintained on the basis of'open and unlimited inter-
action betweelr minorities and majorities,” and yet “complete
self-segregation or apartheid are not necessary for minority lan-
. guage maintenance . .. ."¥® — -
o ‘ There must be agreement on proficiency and achievement stand-
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14

ards if the work in ethnic schools is to be translated into academic
terms outside those schools. These standards must.not violate the
integrity of the individual schools themselves, but students still
must be able to satisfy them if they are to receive academi¢ credit.

4. Cooperative educational undertakings will be carried out in the
spirit of true cooperation and partnership between the sector
representing American society at large and the sector representing
the respective ethnic communities. Benefits must accrue as equally
as possible.

Once these basic points are agreed gn. concrete ways to utilize and
support the potential of ethnic schools can become national policy to be
implemented in school systems and in individual classrooms.

Personal contacts are particularly i important in making efforts effec-
tive. These contacts can be created and maintained in a number of ways.
On the national and state levels, ethnic school teachers should be in-
volved in professional educational associations. Conventions can provide
these teachers a forum not only for mutual exchange of ideas and infor-
mation but also for interaction with teachers in the public sector. School
_districts can initiate and maintain contacts by organizing workshops,
symposia. working groups, and committees involving both ethnic school
teachers and public school teachers. Such meetings could be hosted by
various ethnic schools in order to provide first-hand knowledge of the
way these schools operate and of their physical facilities and resources.
Ethnic school uachcna who are also teachers in public schools should be

involved in global educauon programs.

Q
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Once we are acquainted with the resources that ethnic’s Sehgols and
communities can provide, and. for the most part. are willing and eager to
share with others. the cooperation may begin.

mong those resources that would benefit the public sector is the
culture that ethnic communities and schools can provide. From folk
dancing to folk singing, from crafts to foods. and from lectures to demon-
strations, the variety of available information is inexhaustible. What
may be exhaustible is the individual ethmic school's or community’s
ability to provide information if the demand starts increasing beyond the
occasional international day at a school or an occasional presentation to
a class. Coordinating bodies should plan such activities for the greatest
possible effect and economy and the largest possible audience. A less
obvious but edycationally more rewarding route could be taken. by
utilizing the p(‘ml that ethnic school students represent in public
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schools. They can be given report topics tha’ deal with their ethnic
experience; they can be asked to contribute to global studies projects by

- preparing displays or, presentations. The motivation for and interest in

such activities should be high, both on the part of those preparmg them
and of those taking part in them.
Programs that benefit both the .public and the ethmc schools are

ones, such as those now operating in Chncago which help to reinforce.

the work done in the ethnic schools through tangible academic rewards.
And betause there is sometimes a conflict between the pressures from
family and ethnic community to spend much of Saturday in'school and
the attractions of Saturday cartoons and social activities, academic recog-
nition of the work done in ethnic schools can tip the balance in favor of
the former. Furthermore, public schools can, as described ** the pre-
ceding paragraph. use as a teaching tool the information thus acquired
* as well as lighten their own -academic burden--by granting credit for

courses taken in the. ethnic school if mastery of that course matenal .

is demonstrated. . -

Fmally. the ethnic schools themselves will be strengthened by these,
cooperative programs. Thére are several areas in which even the idealism
of the teachers and the resdurces of the ethnic communities simply can-
not do the job alone. Programs for teacher training and inservice are
_costly, yet these are necessary for the maintenance of good ethnic schools.
The developrent of teaching materials is often beyond the resouies of
ethnic communities. If such materials can be developed throh the
cumbined efforts of the ethnic schools and, the public sector, both will
be the richer. .

At the university leve]. advanced study and research of ethnic
languages and cultures are needed. This would hélp to maintain the lan-
guages and cuiture’ at the-folk levél and would add an intellectual
dimension. Leon lwa}bg suggests some possible projects.?!

Wisely used. the resources f ethnic communities and schools can be
an extremely important and useful element in the rejuvenation of lan-
guage learning and the realization of global education.

Ethnic Languages and Frequently Taught Languages

As a teacher of German, am [ slighting my profession by teaching my
own and other children an “impractical™ language? Rather than deprive
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the frequently taught languages of their students. ethnic languages help
by making multilingualism a matter of course. The capacity for and
interest in learming foreign languages increases in direct proportion to the
number of foreign languages already learned. d.anguage learning breeds
more language learning. -

Many of the difficulties that the foreign language teaching profession
is facing in its effort to convince Americans of the need to acquire a
foreign language have to do with the current structure of foreign lan-
guage Jlearning. Instruction usually begins much too late, at best in
the junior high school, usually in high school, and oftentimes even in
college- when many educators believe that our students’ intellectual
curiosity. mental flexibility, and linguistic ability are already on the wane.
We all recognize this to be a problem but find it difficult to change a
structure so deeply established in our educational system.

Ethnic communities and ethnic schools provide for their children
what the public schools and the monolingual part of American society
cannot or do not for theirs: a chance at écq sitiorm-of another language
informally at home and formally startin i:}he\elememary school. By
the time these children reach the start& point of foreign language
instruction in the public schools. they already know apd function in—to
some extent - a language other than English. At that paint. the acquisi-

work done at ethnic schools could actually improve the language-
situation at public schools.

'
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Teaching Enghsh
to Refugee

A Fam1ly Model

Elise André, Dorothy S. Brown
Berea College Berea, Kentucky

When a family of twelve Laotian refugees moved to Berea, Kent Ky (&
college town with a population of anout 10,000), their needs were obyious:
‘housing, jobs, and instruction in English. . The {amily consisted; of a
mother and father in their forties; a son of college age, fluent in English;
his nineteen-year-old wife, who knew very little English, and t} ‘y year-
old baby, three other sons, aged fourteen, eight, and two; and four
daughters, aged eighteen, sixteen, twelve, and six. The fourtcen-yéar-old
son had some compcetency in English and was enrolled in public school
but the younger children were not attending school.

The family was of the Hmung tribe, and like many Hmong, the
members were to a great extent multilingual.. Among the languages
spoken by one or more of them ir addition to their nagive Hmong, were
Lao, Thai, Cantonese, and a little French. The'' had studied English for
a short time at a Thai refugee camp. Fortuneiely, during their initial
period of adjustment to the Rerea community, there were several ways of
communicating with tF.m when the college-age son was not present to
serve as interpreter. A 1 .otian and former student at Berea College, who
still lived in town, spck= with them in Lan. The foreign-student adviser
nd his wife communicated with ihem in Thai. A Catholic sister who
visited them frequently and helped them with shopping and other chores

way of inviking her to be seated.
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But these makeshift methods of communication were not, of course,
completely satisfactory; their need to learn English-was obvious, -even
though the father and the oldest son had both found jobs. Our job was
to teach them English. Faced with the problem of instructing a group
ranging in age from two to forty-six, we tried to begin with a nucleus:
the two oldest daughters, the daughter-in-law, and the fourteen-year-old
son. Meanwhile two other volunteers, both e perienced foreign language

_ teachers, instructed the mother and father. When we discovered that

E

_none of the younger children were attending school, we included them in

our group, which was thus enlarged to eight, ranging in age from two to
nineteen. The two-year-old did not attend every class session, but when
he did, he seemed to understand a great deal of what was being said,
although he did not speak.

In the belief that other communities may be faced with similar
situations, we shall describe some of the methods and materials we used
in teaching the family, and we shall attempt to evaluate our approach.

We met in @ small room in a church near the house in which the
family lived. Our “classroom” was furnished with oblong tables, chairs, a
rug, draperies, pictures. a small blackboard. a lamp, and a piano. After a
few greetings, we began our initial class sessions by walking around the

" room, naming objects, always using the words in simple sentences: “This

is a window. This 1s a rug. These are draperies.” The room also contained
a sink - a great convemence for teaching words such as wet, dry, water,
and wash. The first day we met. we found, partly by means of the
llyin Oral Interview test and partly by asking a few questions, that
the fourteen-year-old boy could communicate fairly well although his
vocabulary’ was limited.! (He knew the word motorcycle but not the
word lamp.)

We decided to meet three days a week for hour-long sessions. More
frequent meetings would have been better, but we each had a full

“schedule of classes at the college, and so the time we could devote to this

group was limited.

Our class met late in the afternoon. If one of us had to be absent
because of additional commitments, the other one would handle the
entire group. But most of the time we were both there, and thus we were
able to divide the group or allow one of us to spend time with one
particular member who might need special help. There was a greater

Q
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advantage to this team-teaching arrangement, however, than our being
able to break the class\up when necessary. We deljberately tdlked to each
other, using vocabulary our students had learned. to give them training
in aural comprehension. For example, the following dialogue might
take place:

DOROTHY: Miss Andrc did you drive your car to schoal today?

ELISE: . No, | walked. Did you drive your car?

DOROTHY: Yes, | did. - -
(We used formal terms of address as an examble for our students, but we
avoided the title Dr. to avoid confusing them.)

After we had taught the group for several weeks. we were joined by
another member of the community who had had considerable experience
teaching in elementary school. At first she observed. but soon she began
‘to take some responsibility for the younger children. Usually we dele-
gatéd onc of the older students to join the younger, group. to ieurn along
with them, and at the same time to help them feel secure—perhaps an
unnecessary precaution because from the oldest down to the two-year-
old. they exhibited a tremendous amount of poise. good nature, and
good manners. They were good language learners, not only highly
momated but also, as a rule, uninhibited and willing to make mistakes
in order to learn. For cxample, one day when we were practicing the use
of pronouns, one of us said to one of the girls. “Give the ball to me." She
immediately gave it to one of her sisters, whose name 1s pronouuced ; mij .
There seemed to be r embarrassment when the “mistake” was made; all
the family members laughed. including the one who had made the
(perfectly logical) error.

Although drills on grammatical and lexical matters such as the use
of pronouns were often used, we focused as much as possible on natural
situations. When we had house guests, we took them to class with us and
introduced them, Then we produced a map and showed our class where
the visitors had come from, where they had relatives, and where they
were going. The tamily's knowiedge of United States geography was
mimmal, but they quicklv learned to locate California, where their plane
had stopped en route from Thailand. and Kentucky. We also pointed
out stat>s where we had been or where our relatives lived, and we located
for them St. Paul and Minnecapolis, Minnesota, where many of their
Hmong friends and relatives had scttled.
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As often as possible we used realia in our teaching: the furnishings
of the room, maps, tableware (including chopsticks as well as knives,
forks, and spoons), even vegetables and fruits such as celery, onions,
potatoes, apples, oranges, and bananas. We tried to build our conversa-
tions and our lessons around mulualxgxperiénces such as gardening.
With the help of Richard Scarry’s Best Word Book Ever, we introduced
the names of vegetables we were unable to bring to class and also the
names of garden implements: hoe, rake, trowel2 We had trouble explain-
ing the word weed even though we took one to class. No weed is pictured
in Scarry's book, perhaps because the author faced the same quandary
we faced: what is a weed but a plant that is unwanted”

One obvious situation to exploit whenever a language is being taught
in situ i the use of currency. The fourteen-year-old, probably because of
experience in the school cafeteria, knew something about American
money. The others djd not, but were eager to learn.“The older girls had
been on some grocery shopping expeditions but had not had the oppor-
tunity to use money because a local market had agreed, with assurance
from the church committee that the bills would be paid. to charge the
family's groceries. .

Money was not hard for them to unde.stand, but the family en-
countered a serious problem with banking, a concept apparently foreign
to their culture. The oldest daughter, as weli as the oldest son and the
father, was by now working, but the paychecks of these three workers
were not being cashed or deposited. Even the oldest son, who understood
the concept of academic credit but not the term credit when used in an
economic sense, did not know what to do with his paycheck. The con-
cerned commuttee asked us to explain to the group what checks were for.
However, making our banking system clear to people whose English was
limited proved unexpectedly time-consuming; and we felt that because
only one member of our class, the oldest daughter. was receiving a
paycheck, our time should be spent in other ways. We were greatly -
relieved when a local businessman took the three wage earners to the
bank. helped them open an account, and showed them how to deposit
their paychecks and how to write checks on their account. No doubt the
entire operation was as mysterious to them as an autofnobile engine is
to the ordinary driver, but fortunately one doesn't need to be a mechanic
to drive a car. ’
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Wc included the young children in counting drills but not in teaching
the value of currency (and certainly not in teaching banking), as this kind
of knowledge was not among their immediate needs. Because the older
students had had some schooling, they could do arithmetic; we combined
written workbook drills in addition and subtraction with the teaching of
the value of coins and bills. One of the older girls who had had less than
two years of schooling had considerable difficulty at first; but we found
that when one of us worked with her individually, she was able to
perform much better than when she was in a group. It was soon possible
while working with her to combine approaches to arithmetic, money,
and pronouns. Pronoun cards, modeled after those found in Edward D,
Allen and Rebecca M. Valette’s Classroom Techniques,? were useful.
The cards show stick figures of a girl (she, rer); a boy (he, him); two
boys, two girls. and a boy and a girl (they, them). After some dialogue
containing sentences such as “l have fifteen cents. How much money do
you have?, it was possible to include more “people” (and therefore more
pronouns) in our conversation by spreading the cards on the table, dis-
tnbuung coins to each of us and to the stick figures, and then talking
about who had how much money. This “slow” student soon overcame
her timidity and delighted in doling out money and explaining, some-
times with-a little prodding in order to get her to incorporate more
structures, how much each person had: “l have thlrty-flve cents. They
have twenty cents. You have fifteen cents. We (she and I) have forty
cents.” Commands were also used: “Give her twenty-five cents.”

In addition to realia, pictures, and pronoun flashcardz.’ we used
Cuisenaire rods. created by George Cuisenaire for the teaching of mathe-
matics and adapted by Caleb Gattegno to the teaching of foreign lan-
guages. We found these rods extemely versatile. With beginning students
they can be used to teach counting, colors. shapes, prepositions, and the
comparison of adjectives. At advanced ievels they can be used in even
more ways: rods represent members of a family, pieces of furniture, or
other items. House plans. a clock. and other figures can be constructed
and used to demonstrate an almost unlimited number of relationships
and structures.* In using the rods to work with our group on counting,
colors. and pronouns. we proceeded as follows: First, the beige cube (not
really a rod) and rods of somewhat doubtful hues. such as turqumse
were removed from the set so as not to confuse our learners. After
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| verifying that they could count and that they had learned the colors
____of the rods in our set. we would develop conversations such as the
| following: »
TEACHER: [Taking a rod.] Take a rod. [Pause.] My rod is orange.
What color is your rod? .
STUDENT 1: My rod is blue.
STUDENT 2: My rod is red.
TEACHER: [Taking a second rod.] Take another rod. [Pause.] My
rods are orange. and pink. What color are your rods?
STUDENT 3: My rods are blue and brown.
STUDENT 4: My rods are red and black.
TEACHER: How many rods do you have?
STUDENT 1- | have two rods.
1EACHER: [To student 2.] How many rods does she have? [Gesturing
toward another student.] ' i
STUDENT 2: She has two rods.
TEACHER: What color are the rods?
STUDENT 2: The rods are . ..and . . . . S
This kind of exchange can be expanded to include the possessives his,
her, our, their, your: the imperatives give, take, and put; and the indirect
ubjeet pronouns (f0) me, you, her. him. us, and them.
The rods were also used to teach prepositions, using sentences such
as “The yellow rod is on the blue rod.” And after switching them:
TEACHER: Where is the blue rod?
sTUDENT- The blue rod is on the yellow rod.
TEACHER: The yellow rod is under the blue rod. [Switching them.]
Where is the blue rod?
STUDENT:  The blue rod is under the yellow rod.
With three rods. the preposition herween can be introduced: “The blue
rod is between the yellow rod and the orange’rod.” The same sort of
exercises can be developed using the comparatives longer and shorter
and the superlatives longesr and shortest.
With the rods it 15 easy to construct a rectangle. a square, and a
triangle and to teach the names of these shapes. It 1s also possible to
continue teaching prepositions by placing a rod in a square, tor example,
and saying. “The red rod 15 1n the square™ or “I am putting the icd .
rod in the square.”™
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TEACHER: Take the rod out of the square. [As the student picks the
’ rod up.] What are you doing? ’

STUDENT: | am taking the rod out cf the square.

We found that these Cuisenaire rbds not only have almost limitless possi-
bilities but they also have the decided advantages of being concrete and
thus able to hold student attention.

In addition to the rods and the pronoun cards. we used language
lotto games to reinforce the learning of .ommon nouns (articles of
clothing, household furnishings, animals). We varied these “seated™ ap-
proaches. however, with physical activities: singing games, a weighing
and measuring session. and a trip to one of our houses to test students’
mastery of household vocabulary and to introduce some cultural orienta-
tion. We walked the short distance from the church to the house, intro-
ducing (or in some cases reviewing) such words as 'grass, tree, hedge,
sidewalk, telephone pole. At the house we went from room to room,
asking the students to name the things they saw, while one of us made
labels and-affixed them. Although we did not emphasize reading, we did
take advantage of the fact that some of our students were literate in Lao
and Thai, and we introduced the written language when it was expedient.

One of our most successful class sessions consisted of weighing and
measuring each family member present. thus supplying them with prac-
tical information and teaching them the American system of measure-
ments. which will be useful because this country is still in the process of
changing to the metnc system. The fourteen-year-old took an intense
interest in this activity and helped direct it. ushering his younger siblings
to the scales to be weighed and to the wall where we were measuring
them. Meanwhile one of the older girls, without any prompting from us,
wrote down each child’s name. height, and weight. We mcasured and
weighed ourselves as well as our students. but (fortunately for one of us.
who is embarrassingly overweight) our statistics were not recorded.: In
this lesson we included the names for the equipment used (ruler, yard-
stick, scales, tape measure). the units of measurement (inch, foot, yard)
and weight (pound). and the verbs weigh and measure. i

While weighing the students we used weigh both as a transitive verb
("We will weigh you now™ and as an intransitive verb (“He weighs
ninety pounds”). We had already established a pattern of acting out
verbs such as walk, run. jump, sit, stand, usually in the present pro-
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gressive tense: “1 am standing. She is sitting. 1 am jumping.” With the
help of a top, we demonstrated spin, both transitive apd intransitive:
“l am spinning the top. The top is spinning.” A ball was useful .for
introducing the verbs, roll, throw, bounce. and catch. All of us—older
students, children, and teachers—enjoyed the ball-throwing and top-
spinning. We also enjoyed action songs such as “The Hokey-Pokey™”and
“Head, Shoulders, Knees. and Toes,” both useful for teaching parts of
the body. ’

Our assistant, the elementary school teacher. often engaged the
younger children in meaningful play—directing them, for example, t0
march (counting while doing this, or calling left, right) and giving direc-

. - tions such as stop; turn around; walk up four steps, corie down two. She

brought empty coffee cans for the thildren and showed them how to use
them as drums, beating out the rhythm of the words they were learning.
They were as proud of these homemade drums as the older students were
of their textbooks. '

We did supply the older students with textbooks, although these
served more as a status symbol than anything else. 1t is hard, perhans -
impossible, to find a text appropriate for an entire family. Indeed, it is
difficult to locate texts designed for refugees because classroom activities
and situations are usually stressed, and situations outside the classroom
usually pertain to metropolitan settings rather than to what one would
be likely to-encounter in a small town or a city of moderate size. The
texts we ordered contained pictures and sentences about the Museéum of
Modern Art, the Space Building, and other constructions of no relevance

. toour group.’ The peoplé in the text—students in a college class—were
from various countries: Japan, Arabia, and Mexico, for example. Our
family was having enough trouble learning the names of people in Berea,
names such as Andre, Brown, FitzGerald (the foreign student adviser),
and Crockett (the minister of the church where we met). We saw no
reason to burden them with names such as Nikzad, Atsuko, and Ortega.

Nevertheless. the older girls valued their texts as the necessary
equipment of a student. The fourteen-year-old boy accepted his politely
but was not so impressed. l.ess concerned with scholarly status than were
his sisters and sister-in-law. he indicated a preference for the Oxford
Picture Dictionary that we gave him, instructing him to share it with the
rest of the family.® And when we noticed that one of the older girls was

Q
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writing down new words in Lao on sheets of paper. we got her a note-
book and showed her how to write her own “dictionary.” When.a new
word was introduced. one of us would write it 1n her notebooke in English
and she would write it in 4.a0.

We. too. kept hists of words and of structures. but because of the
fluidity of the group and their rapidity of learning, it was hard to record
all their accomplishments. One advantage of a text. we thought, would
be to give a kind of order to_the lessons and to help us keep track of
what had been covered. When the texts we ordered turned out to be
inappropriate, we began writing our own.

One of the first topics we had covered was family relationships:
mother, father, brother, sister, son, daughter, grandfather, grandmother,
grandson, nephew. daughter-in-law, brother-in-law, aunt, uncle, mother:

-

in-law, father-in-law. (Becausc there was no niece or granddaughter in _

the family. we skipped those terms.) In planning our personalized text,
we decided to invent an American family of a makeup somewhat similar
to that of the Laotian family. We chose Long for their last name becawge
we knew it would be casy for them to pronounce, as one of the children
was named Long. Then we introduced (by means of a poster of stick
figures) Mr and Mrs. Long; their children. both grown and small; and a
grandchild. Successive lessons included materials on gardening, cooking.
hauses, furniture, and other domestic topics. Although the members of
the family who could read liked to take the mimeographed sheets home
with them, the lessons were not designed primarily for reading: con-
sequently. no questions about content were asked. Instead. the queélions
at the end of cach topic were personalized. based on the learner’s own
situation. After a selection on what the Longs ate and how often they
ate. questions such as these were asked: "What do you eat for breakfast?
What do you cat for lunch? Do you like orange juice?”

" In these written lessons. as in as many other ways as possible. we
exploited the fact that we lived in the same community and thus shared a
similar environment. We had real situations to talk about: there was no
need for role playing. We discussed fnod., housing. money, gardening.
and even the school that the fourteen-year-. 4 was attending.

The famuly left Berea in June. having spent approximately ten weeks
with us. They moved to St Paul. Minnesota. where they have many
relatives. The oldest son has written that his parents are studying English
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four hours a day: he has been admitted to the University of, Minnesota,
where he will no doubt need help with written English although his
spoken English and aural comprehension are adequate; his wife is work-
ing at a contro lata company and iaking two hours of English every
eveming; and all the children except his two-yeas-old brother and his
one-year-old son are in school. '

There might be better facilities for learning English in a metropolitan
area such as St. Paul than there are in our little town of Berea. Never-
theless, we believe that in the short time this refugee family was here. we
succgeded in helping them adjust to their new life. Just as important as
their hinguistic progress was their understanding of American culture:
“everything from learning about money 1o realizing that American teach-
ers are less formal than teachers in other couniries. We feel that many of
our activities built cultural as well as linguistic bridges between them
and us.

*  Communication was real much of the time; after all. language learn-
ing is not primarily imitation or drill. but rather purposeful behavior
among individuals in a group. Our focus was on meaningful behavior.
We made heavy use of realia and stressed physical contact with objects.
often employing total physical response, both ours-and theirs.”

It is highly unlikely that we are the only ones who have taught
“refugees in a family group; however, it is worth pointing out that this is
an area rich in possibilities, many of which naturally incorporate. the
most substantial theories of and approaches to foreign language learning
in the post-audiolingual cra

4

Appendix: Useful Addresses and Maerials

| National Indochinese Clearinghouse a?‘gchnical Assistance
Center (NICTAC) Allene Grognet, Dire
Center tor Apphed Linguistics
2520 Prospect Street NW
Washington. DC 20007
lelephone: (800) 424-3750

. Information on ESI. textbooks. methods. materials. and activ-
ities around the country. Synthia Woodcock is coordinating
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information exchange of vocationa] ESL. materials,” Shirley
Newhouse is the coordinator for language and culture. Mate-
_nals include:

Preschool Education Series .
Elementary Education Series
Intermediate/ Secondary Series
"Educational Administration Series
Bilingual/ Bitultural Series
Adult Education Series
“Teaching English to Adult Refugees”
“A Selected Annotated Bibliography of Materials
for Teaching English 10 Indochinese Refugee Adults”
“Towasds Methods of Learning English”
“English Lessons for Refugee Adults—A Guiae for
+. Volunteers, Tutors and Teachers™
® General Information Series .
“Testing English Language Proficiency™ »
“Teaching English Structures to the Vietnamese”
“The Hmong Language: Sounds and Alphabets” »
“The Hmong Language: Sentences and Phrases”
- “Glimpses of Hmong Culture and Recent History in Laos”
“An Annotated Bibliography of Materials on the Hmong
of Laos” '

The material above is also availab\ through the ERIC System
(Educational Resources Information Center). For the location
of the ERIC collections in your area, write to:

" ERIC Clearinghouse on Languages andsfinguistics .
- Center fog, Appli&d Linguistics
3520 Prospect Strget NW
Washington. DC 20007 .
' : - T s
Documénts may al3o be ordered from: ,
EDRS, Computer Microfilm Internationai Corp. ©
P.O. Box 190 o T
Arlington, VA22210 - o T
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2. Indochinese Materials Center

U.S. Department of Education

794 East | 1th Street, 9th floor
.ansas City, MO 64106

Telepnone: (816) 374-3976

" This organization has compiled a bibliography of textbooks,

workbooks, and teacher’s guides for teaching English, and cur-
ricular materials for teaching Cambodians, ethnic Chinese,
Laotians (‘ncluding Thai Dam and Hmong), and Vietnamese. It
also includes material about Indochinese culture. Single copies
of many of the titles, which are not copyrighted and may be
reproduced, are available free of charge from IMC. Other titles
in the bibliqgraphy may be ordered directly from tke publisher.

. The Hmong Association

Room 210
710 W -«aington Ave. SE
Minneapolis, MN 55414 -

. Southcast Asia Projcct

Dept. of Asian Studies
Cormnell University
Ithaca, NY 14850

. Lutheran Immigration and Refugee Service

360 Park Avenue South
New York, NY 10010 ‘
Telephone: (800) 223-7656

® Supplement #4, “Laos: The Land and the People™

® Supplement #6, “Learning English: An Introductory Guide for
Sponsors of Indochinese Refugees

® Supplement #7, “An Introduction to the Various Ethnic
Groups of Laos” ,

¢ Supplement #8, “The Hmong: Their History and Culture”

® Supplement #10, “Christian Educational Materials for Indo-
chinese Refugees”

For the Refugees:

e “Welcome”
® lLan Refugees Onentation Brochure (HEW)
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6. National Clearinghouse for Bilingual Education (NCBE)
1300 Wilson Boulevard Suite B-211
Rosalyn, VA 22209
Telephone: (800) 336-4560

Information on bibliographies and published materials in native
languages and in English for specific language groups: for
example, a bibliography on the Hmong will be sent on request.

- They also publish a series of bibliographies on_specific topics,
such as ESL for Adults, ESL for Grades K-3. ESL for
Grades 4-12.

7. Information Exchange Project
American Public Welfare Association
1125 Fifteenth Street NW
Washington, DC 20005
Telephone: (202) 293-7550

This organization publishes /ndochinese Refugee Reports, a
biweekly publication which contains news of refugee develop-
ments, articles on culture of Indochinese peoples, and sources
of materials.

8. Indochinese Refugee Assimilation Program
150 West Ncrth Teinple Street
Salt Lake City, UT 84103

This prografn. a part of Utah’s Division of Family Services,
distributes two publications free of charge:

® The Refugee Program— How to Become a Sponsor

® The Indochinese Refugees: An Introductionto Their Culture.

9. Garrett, W E."“No Place to Run- The Hmong of Laos."
National Geographic. 145:1 (Jan. 1974) 78-111

10. Creative Publications
3977 E. Bayshore Roar'
P.O. Box 10328
Palo A :0, CA 94303
® Cuisenaire rods introductory set $3.95
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Fund Raising:
An International Feast

FL 012 681

Va:orie Babb
Minot ngll School, Minot, North Dakota

Gene Marshall
Minot State College, Minot, North Dakota

Are you looking for a spectacular project that will earn large sums of
money ($300-$900), win great publicity for foreign languages, and exer-
cise your culinary skills? First, check- your qualifications: do you have
nerves of steel, a cast-iron stomach, the stamina of an entire professional
soccer team, a lot of imagination, and at least one colleague who is well-
organized? If so, why not try an international banquet in which you serve
dinner to about 500 people?

This is what we do in Minot, North Dakota, to brighten those long,
dreary winter evenings for ourselves and for our clientele. Qur guests,
who choose in advance from our international selection of French,
German, and Spanish foods, can order an entire meal of hors d’oeuvre,
main course, and dessert from one country; or they can mix and match
with an elegant French hors d’oeuvre, a savory Spanish main course,
and a rich German dessert. The reception has been so overwhelming
that two sittings (one at 5:00 and one at 8:00) are nccessary to meet
the demand.

This culinary undertaking is adjustable to the number of people
participating. Minot High School’s 500 language students and faculty
members put on the first two international dinners; Minot State College’s
language clubs and faculty members helped with the third dinner. The
student foreign language clubs and their advisers together provide the
labor to plan, buy, cook, and serve the food, as well as to clean up after
the gargantuan multinational repast. With good will and a lot of hard
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work, a group of adolescent amateurs and culinarily inexperienced
pedagogues creates for one evening, on the frozen, windswept plains of
North Dakota, a gourmet restaurant that impresses and satisfies.

Planning, the key to success, must begin early. Reserve the banquet
date a year in advance. We have chosen January because there are fewer
conflicts with our school and community schedules at that time. Discuss
your plans ahead of time with the building principal and other school
administrators. Their support throughout the project is vital.

Early in the year the language faculty meets for a planning and
brainstorming session to set up tentative deadlines, future meeting dates,
and the general format of the dinner itself. After this meeting, individual
instructors begin to seek suitable new menu ideas. A second meeting in
late September lists menu possibilities and assigns faculty responsibilities
grouped under the following general headings: menu and ticket prepara-
tion, room decorations, table decorations, serving personnel, costumes,
photography, entertainment, advertising, sales, purchasing, and finance.

Good communication is essential for success. A meeting in October
inctudes all the school personnel who will be involved in any way during
the course of the dinner. We include the following people: building
principals, business manager, building food supervisor, building office
manager, school nutfitionist; and representatives of the custodial staff,
home economics department, art department, drama department, and
music department. Language instructors should attend this meeting well
prepared and with a positive atlitude; the meeting will be helpful in
many ways. First, any objections that might later surface are confronted
at once and are usually overcome. Second. the banquet organizers need
the use of facilities that are under the control of these key individuals,
who will either hinder or help the banquet’s progress and ultimate
success. Third. these people frequently have excellent suggestions to add
to the production: they serve as friendly devil's advocates by adding
their particular specialized point of view to the undertaking. It is also
essential to consult these important allies and to enlist their help early
to prevent bruised egos and misunderst-~.2...gs that might create serious
problems later. §

Once communication 1~ established between foreign language faculty
and administrative and support personnel, students begin to share in the
process of transforming some culinary and artistic foncepts into an eve-
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ning of haute cuisine on the prairie. Theme selection, begun in October,
serves as the students’ introduction to the international dinner: in past
years, the themes have included “A Taste of Europe” and “Continental
Cuisine,” both themes underlining the European emphasis given to the
food and decor. The suggestions for the theme are turned over to the
language clubs at the college; they select their top five preferences in
order and submit this list to the faculty members for final selection. The
student winner of the theme contest receives two free tickets to the
dinner. As the students discuss possible ideas for a theme, the enthusiasm
that is crucial to the success of the banquet begins to build.

High school and col'ege students share in the important business of

"menu selection by presenting recipes and ideas. The final menu selection

is made using specific criteria: The food must appeal to the eye as well as
to the palate, and its name must have an exotic, foreign ring. To assure
menu balance, planners must be sure that if, for example, one language
group uses eggs in aa appeuzer. no other group will use €ggs in that
course. The main courses alwavs include beef. ‘chicken, or seafood. It is
important to choose at least two'items for each national menu that can
be prepared in advance. experience has shown that even with adult
supervision one hot. freshly prepared dish is all any one group can
manage. Time can be saved b ordering rolls from a’local bakery.

We frequently experiment with new menu items in our classes, bring-
ing the ingredients and letung the students try out new recipes during
class. If a recipe can be prepared by studcnts during a class period, it will
be suitable for the dinner wself. Because students are nvolved in the
actual cooking. thev pay closer attention to relevant vocabulary than
they might otherwise do. ’ ] v i

As cach dish 1s prepared and scrved in class or at home, note each
utensil needed for preparation and conﬁsumption: those are the basic
items that must be available the night of the dinner before actyal prepa-
ration begins. Check with the food service and the home economics
department carly. Serving dishes are parucularly important. We use
everything available to us in the schools and at local churches. We also
buy stemmed plastic glasses for serving desserts and some hors d’oeuvres,

Stand back and look objectively at the dish under consideration. Is
it pretty” If not. what can be added to make it look appetizing? For
example. a shice of tortilla de patata or quiche on a platc is dull: add a
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slice of tomata and a piece of parsley for eye appeal. Most of our
desserts are served with a paper doily placed on a plate simply because it
is more attractive

From our gastronomic experiments in class, we have selected the fol-
lowing items for our menu: hors d’oeuvre-—Tomate Farcie a la Portugaise,
Crevettes Newburg au Vol-au-Vent, Tortilla de Patata, Gazpacho, and
Fleischbruhe mit Knodel; main course-—Supréme de Volaille, Cordon
Bleu Risotto. Poussin Véronique. Paclla, and Sauerbraten mit Spitzle;
and dessert— Torte au Fromage avec Fraise« a 'Orange, Brazo de Gitano,
Schwarzwalderkirschtorte, and Apfelkuchen. The following sources are
useful: Paul Bocuse Cookbook (Pantheon Publishing, Random House,
New York). Cordon Bleu Cookbook (series by Rosemary Hume and
Muriel Downes. published by Hamlyn, available from Astronaut House,
Feltham, Middlesex, England). the Julia Child cookbook-. and the Time-
Life cookbooks. The Paul Bocuse Cookbook assumes that its users have
some culinary expertise. Juha Child's step-by-step dircctions can be
followed successfully by almost anyone.

When menu and theme selections are complete, the real labor begins.
A series of work sessions during December and January are necessary to
create table cemcrpiecc.s—»perhaps'donkey carts with paper flowers or
decorated bottles with more paper flowers—as well as to make the wall
hangings and posters which are a vital factor in the success of the dinner.
Although the facility in which we serve our dinner is an unusually
attractive school cafeteria. 1t 1s nonetheless a school cafeteria, and a great
deal of camouflage is nccessary to hide that fact. At the same time, the
decorations lend a properly festive air to the room. To obtain the desired
ambience. we have created felt figures of flamenco dancers, French
gentlemen, and the like and have attached them to black nylon net.
When they are suspended from the ceiling, the figures appear to float in
the air. Huge paper posters that are attached to portable bulletin boards
provide a hidden “alley ™ tor transportation of tood from the kltchens to
the dining room Hundreds of paper flowers are constructed to be set on
tables and hung on walls. Foreign posters and decorations are collected
from all the language classrooms and hung in the cafeteria. We have
found that 1t is 1mpossible to overdecorate the more decorations the
students create during the work sessions, the better. To encourage
attendance. we allow those students who attend the greatest number of
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'\qork sessions first choice 1n picking banquet jobs that they prefer. This
palicy has been effective in encouraging the number of students needed
to h\ccomplish the decorating tasks. One decorating item that has the
adva'n.lages of providing atmosphere, bringing in additional revenue,
and béing very casy to do is a flower cart. Several local florists have
typical ‘European carts that thev are willing to lend if we purchase
flowers fr\b\m them. We buy 300 carnations and sell them at the entrance
for a small profit

With work underway on decorations, it i time to think about adver-
tising and ticket sales. The Art Club assists by making advertising -
posters, and the chapter of the Distributive Education Club of America
creates advertising programs for the banquet. We contact |ocal papers
and television and radio Stations. as well as any local business that pro-
vides free advertising space on its bulletin board. Advertising and ticket
sales begin the first of*December with a deadline for all sales set for the
Monday before Christmas vacation. The tickets serve also as menus list-
ing the food selections and a bricf description of each (Appendix A).
There are two paper inserts included in each ucket-menu (Appendix B).
The purchaser fills out each insert, returning one to the school with the
necessary payment and keeping the other to present at the door. As the
inserts are returned, they are tablulated daily and tables are assigned.
Each teacher gives the number received to the committee head so that
sales may be closed for a sitting as soon as it is full. At the close of ticket
sales. a count 1s made for the total number of orders in each food group.
From this Iist each teacher makes a basic food order. The food-order
chairperson then combines the orders and places the total order 1o a
wholesaler before Christmas vacation,

As food lists are checked and rechecked, costuming for food servers
begins Most foreign language departments have available some sort of
costumes left over from a language fair, play. or other event. Waiters
and waitresses 1n costume add a great deal to the international atmo-
sphere of the evening. It s not necessary to costume everyone exactly
alike, take what s available and proceed from there. Spanish camareros
are casily garbed 1n dark pants and a white shirt; add a length of red
cloth as a sash, and if time and energy permit, make a “typical” Spanish
hat with poster board. construction paper. black paint and — if you are
really fancy  tassels as a fitnge. A marathon sewing project turned out
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fifteen skirts for Spanish camareras in two days. we used long strips of
materials gathered and sewn together in tiers: waist bands of elastic
permit adjustments for the next banquet’s waitresses. The Germans hap-
pen to have several pairs of green lederhosen that are ideal for German
waiters; make some cloth suspenders to add to shorts if you are not so
lucky, German and French waitresses are clothed in ankle-length skirts
and dust caps. French gar¢ons wear the same costume as the Spanish
camareros, substituting a beret for the hat. Use your imagination; we
have fitted extra erving personnel with old square-dancing dresses and
with costumes borrowed from the drama department. Anything out of
the ordinary will do; remember that the theme is imernalionq’l.
SludenlWof the most important aspects of the dinner. /

Get students invofved: they love it. In addition to ucket sales, advertising,
and work’ szssions—which include all students— these duties remain:

® Cooks: The cooks and platers are the only students allowed
in the kitchen; otherwise pandemonium reigns. At least one
adult must be 1p charge in each kitchen area. Assign specific
students to specific preparations for specific times. and supply
each person 1n charge with a list of what is to be done; post
another list in the work area. The cooks are responsible:for
cleaning their own utensils and areas.

® Platers: 1hese students are assigned to place the portions on
the plates. It is an important position that should be filled by
students who have an artistic touch. They must be certain that
each plate that leaves the kitchen is equal to the others both
in appearance and in size of portion.

o Food disbursers: These students are responsible for supply-
ing food to the cooks and must know where all ingredients
are stored as well as how tc keep a list of what items are
given out.

® Microwave operators: These students should know exactly
how much time is necessary to reheat any item. There should
be one student in charge of cach microwave oven. and only &
that person should operate t. (In training. stress that food
can casily be ruined by overheating.)

o Waers; Waitresses: 1hese students are assigned to two or
three tables for which they are totally responsible. They must
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set the tables in advance, serve the people at those tables, and
check to make certain that their guests are amply supplied
with beverages. Because we assign our guests to a given table
well in advance. waiters and waitresses know whom they will
serve and what the guest will be eating. Our waiters and
waitresses greet each guest in a foreign language. During train-
ing sessions, caution these students about sanitation require-
ments; for example. if hair is long. it should be held back.

® Bussers: Bussers, dressed in dark slacks and white shirts, clean
up tables and help the waiters set and prepare them. They
also pour beverages. .

® Dishwashers: Dishes, for the most part, are washed in the
cafeteria dishwasher. Regulations require that one of the
regular kitchen staff run the machine, but students are as-.
signed to help that staff member. ?elieve it or not, there are
volunteers for dishwashing,

® Host/ Hostess: This is the glory job dffered first to those who
have attended many work sessions and are third- or fourth-
vear students. These students dress in suits or long dresses.
They seat the guests. mingle, receive compliments. and gener-
ally play the role of the maitre d’. One faculty member
(preferably one with a tuxedo) also serves in this position.

® Checkroom attendanis: These students must be organized in -
advance. Hangers should be numbered, and the correspond-
ing number given to each guest. Run a double shift of students
between the two sittings. We borrow dress racks from a
local department store, and a local dry cleaner has donated
hangers. Checkroom personnel need extra marking devices
in the event that it is necessary to check more than one item
for a single guest.

® Costumers: 1wo or three students should help wallers and
Waltresses getinto their costumes.

® Flower vendors: Two students sell flowers during each session.

® “Go-fers™: This position should be filled by very responsible
students  with cars v ho run for all forgotten items.

® Cleanup crew: General cleanup is begun after the last guest
has departed. Only those students who stay for cleanup get
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to help eat the leftovers, and because no one is allowed to
. sample food during the dinner itself, many students stay for
, cleanup. We try to leave the entire cafeteria and kitchen areas
cleaner than they were when we arrived. We do not” expect
the kitchen or custodial staff to do any cleanup, although our
staff is most kind and usually does help. It is important that
everything that is cleaned be checked and approved by a
faculty member.

During the final, hectic week before the dinner, food arrives from
the wholesaler and is checked in. The kitchen and home economics staff
must be consulted before it arrives. It is their turf you are invading.
Check and recheck each item and note its storage place. Expect to spend
several hours searching for the items that were promised by the whole-
saler but did not arrive. Student “go-fers™ are useful in hunting down
such items.

Foed preparation must begin early: check marinating times, be cer-
tain to have allowed enough time for thawing frozen foods. On Friday
evening, decorating and food preparation begin in earnest. Decorations
should be in place by noon on Saturday so that tables can be set during
the afternoon. One adult must be in charge of checking each phase of
the dinner. Our students are very capable and responsible. but they are
~ inexperienced and may overlook lmbortant items.

Saturday evening arrives and guests begin to enter a European
_restaurant. Formally dressed young hostesses and hosts direct them to
their tables, where they are greeted in French, Spanish, or German by
their servers who bring steaming hot portions of European delicacies.
Music plays in the background as costumed youths scurry purposefully
between kitchen and tables. The banquet is a success!

After the dinner is served and cleanup is done, give yourselves a day
of rest before sending thank-you notes to all of those who were helpful
and some of those who were not (this should make them feel guilty.)

The check hsts that follow should give you an idea of what is needed.
With the check hists. our general plan of operations, modifications to fit
local conditions, and hard work from faculty and students, the inter-
national banquet will create good will for language programs as well as
give students valuable. enjoyable experience 1n the cultures they study.
At the same time, language club treasuries benefit from the receipts.

Q ‘ 6.'
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Appendix A: Menu

HORS D'OEUVRE ENTREMESES VORSPEISE

CREVETTES NEWBURG AU-VOL-AU-VENT
Shrimp in a sherry-cream sauce served in a puff pastry shell
GAZPACHO .
. Chilled soup with croutons and diced garden vegetables from sunny
~ Spain

FLElSCHBRUHE MIT KNODEL
Beef broth with breaded dumplmgs

ENTREE *  ENTRADA HAUPTGERICHT

POUSSIN VERONIQUE. TOMATE GRILLEE, GRATIN
' DAUPHINOIS

Cornish Game Hen prepared with herbs and sherry; broiled, sea-
soned tomato, and potatoes with cream and cheese

PAELLA

Rice casserole with seafood, fowl, pork, and vegetables, seasoned
with saffron

SAUERBRATEN MIT SPA'1ZLE

Beef steeped in marinade for one week, roastedsserved in a sweet-
sour gravy with Spitzle (German homemade noodles)

DESSERT POSTRE NACHTISCH

MOUSSE AU CHOCOLAT AVEC CREME CHANTILLY
Chocolate pudding flavored with orange, topped with whipped cream
BRAZO DE GITANO
Sponge cake roll with orange custard filling
APFELKUCHEN
Apple dessert in a delicate pastry, topped with whipped cream
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Appendix B: Menu Insert

Please mark your selections:

HORS D'OEUVRE ENTREMESES VORSPEISE
Crevettes Newburg au Vol-au-Vent
Gizpacho

Fleischbriihe mit Knddel

oo

‘P v

ENTREE ENTRADA HAUPTGERICHT
Poussin Véronique, Tomate Grillée, Gratin Dauphinois D )
Paclla O
. Sauerbraten mit Spitzle ‘ d ’
|
DESSERT POSTRE NACHTISCH

Mousse au chocolat avec Creme Chantilly

Brazo de Gitano

oano

Apfelkuchen

Name
:

Telephone

Number in party

Sitting 5:00 8:00
Magic City Campus Comm ons Saturday, January 27, 1979

. 67 . \



An International Feast/ Babb and Marshall 57

Appendix C: Equipment Check List

Furniture
Tables T 6s
Table setting
Tablecloths 415
(We needed 2 to cover the table.)
Knives 300
Forks 300
Spoons 350
Soupspoons 300
Plates 275
Soup bowls - " (varies) ’
Salad plates . (varies)
Dessert plate« 275
Cups ' 275
Kitchen (Number varies according t
Frying panso \
large
small

Shallow pans

Large roasting pans

Soup pots with covers

Sauce pans

Mixing bowls (metal and
nonmetal)

Large cookie sheets
Casseroles

" Spatulas

Large utility spoons

- Knives

*©

butcher .
paring
Poultry tongs .

. Strainers

Wire whips

63

Chairs © 255
Saucers 275
Water glasses 350
Cream ahd sugar 65
Sale and pepper. 65
Breadbaskets . 65
Butter plates 65
Coffee and water

servers (varies)
Coffeepots 3
Ashtrays 50

\

tis being prepared.)
Graters
Measuring spoons
Measuring cups
Cutting boards
Eggbeaters
Cake servers
Pastry bags

Waxed paper
Aluminum foil

Plastic wrap

Salt boxes *
Rice steamers °

Oven mitts

Dishcloths

Dishtowels

Paper plates

Plastic storage containers -
Plastic bags
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Trends in language teaching in the last few dec. des have all but banished
the beginning and intermediate student from the . . rld of the visua] arts.!
Although the arts may be the high point of advanced ‘evel ‘ivilization
courses and the drawing of parallels betwecn painting and poetry or the
tiovel are common in literature classes, in the first years of language
instruction the arts receive liti= attention. This reluctance to include the
arts can be illustrated by a comparison of the 1965 and 1971 editions of
Yvone Lénard’s Parole et pensée (New York: Harper and Row), a
popular first-year college text. The 1965 edition is illustrated entirely -
with reproductions of late nineteenth- and twentieth-century paintings;
the 1971 edition is dominated by the now-standard photos of café, metro,
and street scenes. At best, most beginning texts today contain a few
views of cathedrals or palaces, along with reproductions of a famous
painting or two.

There are many reasons for our neglect of the visual arts. The
emphasis on contemporary lifestyles has left little room for the study of
works of art from what sometimes seems distant past. We often prefer
what is current in a culture to its heritage. Moreover, when the arts are
introduced in our classes, the tendency is to focus on manifestations of
popular mass culture such as songs, cartoons, or advertisements. This is
done at the expense of the fine arts, which are seen as appealing chien,
to an elite. Finally, the activities using the arts that ~ome to mind most
readily—discussions of the artist’s life or of stylistic features and artistic
movements —require a specialized vocabulary and mastery of linguistic
structures beyond the reach of many students in ‘%o early stages of
language study. Likewise, many language teachers, acking training .n

69

_—




-~

o0 # ue i - pproach to Foreign Language Education

the - » - .y feel uncomfortable dealing with purely aesthetic questions.
Thus, our lack of imagination n dealing with art in the classroom,
combi. ! with our desire t avoid the use of English, has conspired to
keep pa. ‘ing and sculpture out.

However. art works can be introduced into the language classroom
without teaching the kind of art history or aesthetics that seems to call
for the extensive use of English. We do not really have any theoretical
bias against using the visual arts in begirning and intermediate classes;
rather we are unfamiliar with strategies compatible with the language
goals of these courses. Fortunately, many cf the methods that we have
used to teach contemporary culture or to stimulate conversation can be
adapted for the arts. The strategies listed at the end of this chapter are
designed to reinforce the existing language capability of the students
while familiarizing them with works of art. These strategies aim at verbal
communication and self-expression in the target language while acquaint-
ing students with good art. Althc“igh. on the whole. they do not seek to

- teach abour art. they do encourage students to observe art works more
attthively; they allow the arts to become a stimulus for the students’ own
imaginations while helping them verbalize their reactions.

Once this possibility of using art works in the language classroom
becomes clear, we can find numerous reasons for doing so. In terms of
our goal of teaching the total lifestyle of a foreign culture, the fine arts
~ are more important than Americans sometimes realize. Our own n
has only recently begun to give official recognition to the cont #Pution
made by artists to our heritage. (Recognition has taken the form of
various government subsidies and grants.) Yet in countries such as
France, Germany. and Spain, the arts have long enjoyed a prominent
role in the rational life; this prestige can be seen concretely in the tradi-
tion of state support of the arts found there. By making room for it in
the curriculum, teachers will stress to their students that art should be
recognized as a valuable area of American life. just as it is in the target
cul*_re. A more practical reas. n for introducing art early in the language
sequence is to awaken students’ curiosity and so provide one more incen-
tive for them to continue into upper-level high school classes and college
civilization courses. where the fine arts are treated in greater depth.
Finally, exposure to works of art can be a first step toward developing
visual literacy

In addition to these benefits, students cau be made more aware of
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the artistic heritage of the target culture if representative works from
throughout its history are presented. A French teacher (and because
I teach that language most examples will be French) might use cave
paintings from Lascaux, medieval stained glass, and twentieth-century
surrealist works. Geographic breadth might be illustrated by using works
of art from many regions and subcultures or from a diversity of countries
where the target language is spoken. Again, a French teacher might
include folk art from Haiti, mo"=rn art from Quebec. and handicrafts
from the French provinces. Because every work of art has a social
dimension reflecting the cultural forces that produced it. art can serve as
an excellent point of entry into the study of a cultur: Finally. a truly
global approact is possible, using works from any culture, no matter
what language is spoken. After all, the arts are universal. and because
art offers human experience in its most concentrated form. it appeals
across national boundaries to the common humanity we all share. Using
works treating the same theme but from widely different cultures will
illustrate this.

\ny art reproduction can be pressed into service. whether poster,
magazine chpping. post card. or slide. Usually slides or other large
reproductions are necessary if all the class is to participate at the same
time. Teachers interested in this approach might want to collect the
same kind of files of art reproductions as the ones they probably have
already assembled of newspaper clippings and magazine ads that illus-
trate patterns of daily hfe in the target culture. In some ways, collections
of art reproductions are easier to assemble because it is not necessary to
rely on foreign publications. post cards. shdes. and posters can be pur-
chased from American museums; sales catalogs are often available from
the muscum?s art shop Instructors may want to photograph their own
shdes  Old magazines and other periodicals can be searched: multiple
copies of old textbooks often allow the teacher to accumulate a number
of reproductions of the same work that can be useful when the class is
divided 1nto small groups. In addition, the resources of the institution's
art department should be explored because cooperation with art edu-
cators can be a valuable by-product of efforts to introduce art into the
language classroom ? Finally. encourage students to bring in their own
reproductions, thus making them more conscious of where they can
comce Into contact with art 1n their immediate environment - if not at
home. then in bookstores, newsstands. or libraries.
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It is not at all necessary to gather a collection of reproductions
before beginning to introduce art into the classroom: often only two or
ree reproductions are necessary.

Many techniques can easily be completed in ten to fifteen minutes
allowng instructors to use them to supplement and add variety to their
existing program. Some may choose to use one or two from time to
time, while others might plan to intioduce them at regular intervals as |
have done fabout once a week 1n one course).

Readers\will probably recognize many of the strategies listed in this
chapter as adaptations of some they have long been familiar with. For
example, the cultyre-oriented activities that have been developed using

" advertisements or magazine pictures can often be transformed to intro-
duce the visual arts,’\g\thers come from the work of art educators. But
the fact that so many of'{hese strategies may seem familiar only strength-

ens my belief that our s&Qems' entry into the world of art requires no

special visa. | hope that this\c\oiépilation of activitics will illustrate some

of the possibilities and encqurage more experimentation with the visual

arts in our classrooms. i \

1. Micrologue. This' versau}c\ activity has been well described
recently by Donné M)dlars\j 4 The instructor reads a short
paragraph highlighting some fe ure of an art work. During this
passive phase the students follow f\e presentation while looking .
at a reproduction of the work. In order to use their active skills,
they might then repeat parts of the paragraph, answer questions
on it, or take a dictation. This is one of thafew activities wherein |
stylistic commentary or elements of art_history can easily be 1
incorporated. It can be used alone or as a\@ude to other ;
activities centered around the same art work. |
Inven: a ntle. Students invent titles for a single aN work or a
brief series of them. They might then be asked to explain their |
choice, and the class could select the best one. Anothek possi- |
bility 15 to have one student or group invent titles while andther
tries to match the utles with the works. Finally, the studemts
" can compare their own titles with the actual ones. This activity
works well with nonrepresentational paintings and with surrealist
works, it can become a ~ort of hoht,.zarted Rorschach test.

to
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Wrue a dialogue. Students create a dialogue suggested by the
situation 1n a painting.

Living pictures. This activity is inspired by the mute costumed
tableaux reprod.cing famous paintings. This activity was popu-
lar 1n many schools earhier in the cenwery, but here mime
replaces costume, and the “director’s™ verbal skills of communi-
cation are paramount * Each student 1s given, or brings to class,
a reproduction containing a limited number of characters. No
one clse sees this reproduction. Working 1n pairs or small
groups, one student directs by using commands to pantomime
the action of a figure in the work  The more contorted the
figure, the more complex the directions will have to be, thus
testing the speaking skills of the director and the listening skills
of the mime. When the director is finally satisfied with the
pantomime, the mime can be shown the picture, or the class can
be asked to identify 1t. This activity provides a good workout in
expressing the imperative mood and naming the parts of the
body and for adverbs and prepositions of place.

This 1s vour Iife. The students invent the biography of a char-
acter 1n a painting. Portraits can be used here, especially if they
represent some strong emotion as in paintings by Cézanne or
Van Gogh: often 1t is just as easy to use a painting depicting a
situation that stimulates the imagination. A variant of this
strategy that works well when the faces in the work are particu-
larly expressive 15 to focus on the present rather than the past—
what 1s the subject thinking of. rather than what is the story of
the subject’s hife.

Memory game. After students are shown a picture for a few
minutes, they try to remember as much about it as possible. See
who can make the longest hist of items contained in the work.
This can become a team game with one side challengire the
other when 1t thinks a mistake has been made. Stll lifes. such as
those of the eighteenth-century painter Chardin or the cubist
Braque, make an casy beginning because students usually know
the words for most of the objects found 1n such works. If their
vocabulary 15 not large enough, the instructor might permit the
use of a dictionary,
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7. Put yourself into the picture. Students are shown an interior
scene or a landscape and are asked to make up a story that
might happen to them there. Or show a landscape followed by
two or three portraits and have the students imagine a story that
might result if the figures from the portraits were placed into
the landscape.

8. Are a thousand words worth a picture? One student writes or
prepares orally a description of an art work. On the basis of this
description, another student who has not seen the work tries
to draw it or pick it from a pile of similar pictures.

9. Visit an imaginary museum. Students pretend they are historical
figures or perhaj , characters in a work of fiction that they are
reauing. As these characters, they visit a *“museum™ that consists
of a short series of shides or reproductions; the students decide
how their characters might have reacted to each painting. This
acuvity demands an understanding of the personality of the
character the student has assumed as well as an appreciation of
the painting. A simpler version is to have the students discuss a
scries of perhaps three characters or historical figures and an
equal number of art works. They explain how each character
would react to each work.

10. Madison Avenue. Dutch Master cigars need not be the only
advertisements making use of art works. The students create ads
incorporating art works, either for a modern product or, if they
are more imventive, for some product from the era of the
painting. They prepare slogans and copy to accompany the
art work they select. If the products chosen are typical of the
target culture. this activity can be combined with a lesson in
contemporary culture.

The next few activities are more comphicated. designed to take up a
good portion of a class period. to last several davs. or even to extend
over several weeks They are either desenibed or inspired by strategies
suggested by Al Hurwits and Stanley S. Madceja.®

11 Receiving pictures. Suitable for advanced students, this activity
cheits multisensory responses to works of art and then encour-
ages the students to compare ther reactions to show that no two
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persons respond in quite the same way. Students are divided
into groups of about five: each group then selects a reproduction
of a work of art. The teacher asks a series of questions focusing
one the vividness of the impressions produced by the work, its
design or composition, and 1ts significance for the stadents. For
example: What 1s most striking to you” What is most or least
pleasing to you? What does it remind you of 1n your life? In
your past? How does it make you feel” If the painting were
music. how would it sound? If you could move into the painting,
what would you do? After the students answer such questions
individually. the answers are compared.

12. Commision an art work. Students function as a community
commuttee. perhaps a school board or university committee,
charged with picking a site for an art work, deciding what
type of work 1s most appropriate. and making the selection.
This will involve discussion of Community attitudes toward
art as well as aesthetic judgments The committee might choose
a suitable work from a group of reproductions. after discuss-
g the suitabilty of each, or it might solicit an original work
from an art class. This activity works especially well with
-advanced students.

13. Community art museum. This 15 a more claborate version of the
preceding activity. Instead of selecting a single work, the student
committee plans a new art museum for the community. The
committee 15 given a number of reproductions to which the
teacher has assigned prices. and it 1s also told the total amount
of funds 1t has available. Within the imits of these funds, the
committee must assemble its collection from the reproductions.
The committee discusses community tastes and the desirability
ot a representatinve collection before making its purchases. This
can become a guite sophisticated simulation, requiring that
students gain a knowledge of the community and its artistic
taste and resulting in the class’s appreciation of the dynamics
of the art market Students will probably want to do research,
perhaps visiing local muscums, before making choices. While
the research might involve the use of English, with good prepa-
ation the commuttee’s dehherations can be restricted to the
target language
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Notes
I This paper grew out of my being invited to participate 1 4 series of seminars on introducing

the humanitics and fine arts 1nto the language classroom  The series was organized by the
Lincoln Nebraska Public Schools Prior 1o this at the 1978 meeting of the Rocky Mountain
Modern | anguage Association, Robert B Anderson (1 anversity of Kansas) presented a paper
on taking advantage of ihe resources ot the university art museum  In light of his report. | tried
to develop for the Lincoln seminars o number of strategies tor teachers who have no such
tacihity at their disposal

F xposure to art in the language classroom can be a valuable adjunct to programs in art depart-
ments Surveys of art curricula 1n elementary and secondary schoob show that. for about the
jast sixty years, the cmphasis has been on the students” personal creativity  what art educators
deseribe as hands on activities  rather than on art appreciation Sce Robert J Saunders,
*A Hustory of the Teaching of Art Appreciation in the Public Schools,” Improving the Teaching
of 4rt Appreciation, ¢d David W Feker (Columbus. OH  The Ohio State Unnversity Research
t oundation, 1966). pp | 4K .

1 For example Limothy M Scanlan ~“Another Foreign | anguage Skl Analysing Photo-
graphs.” Foreign Language tnnals 13 (1950) pp 209 13, and Reger Fremblay “Using Maga-
ninc Pictures 1n the Sceond-1 anguage Classroom ™ The Canadan Modern Language Review
35 (197%) pp K2 K6

- 4 Ponna Mydiarski “Using the Microtogue in the Language Classroom.™ The (anadian Modern
Language Review 35 (1979 pp 625 X

$ Living prctures, along witk other actiaties the language teacher can adapt. are described in
Walter H Klar and Theodore M Dillway. The Apprecarion of Pratres (New York Brown-
Robettson Co 1930 .

6 Al Hurwits and Stanlen S Madeja The Tovous Vivon 1 Source Book for Elementary 4ni
Appreciation 1 aglewood Chitts N Prentiec-Halll 1977)
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Poetry as a Language-
Acquisition Tool
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Bonnie M. Brown

University of Nebraska-Lincoln

Poetry has suffered from bad press in this country for years. Students
and teachers alike often shy away from it because it's “intimidating,”
“incomprehensible,” or just “too far removed from the real world.” This
last criticism seems particularly ironic since o02e of the classic definitions
of poetry 15 that of Socrates. who said that poetry is “mimesis or
‘imitation.’ and illustrated it relation to the universe by a mirror which,
turned round and round. can produce an appearance of all sensible
things ... In Anstotle’s Poctics the various kinds of poetry are also

_defined as ‘modes of imitation® of human action.™

How then have we strayed so far from this understanding of verse?
And more important for us, is there any way to utilize poetry in a
positive way as a language-acquisition tool?

First, teachers must recondition their own attitudes toward that
genre if they are to use it effectively in the classroom. One way to start is
to try to define poetry. While struggling with this problem when 1 taught
an advanced course on twentieth-century Spanish poetry, 1 came up with
the following simile: poetry 1s like an artichoke. Its hard, spiny exterior
ts inimidating and may discourage many from attempting
to taste its dehights Poetry's form often baffles students. They do not
understand why anyone would choose to express ideas in iambic pen-
tameter when a simple, declarative sentence could do the same thing.
The conventions of the sonnet scem pointless and rigid uatil students
cxplore the relationship of form and function. Like the artichoke. the
poem® “heart™ is found within what many may imtially consider to be its
impregnable structure ‘
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In the process of teaching that poetry course, | discovered that one
of the hidden benefits of it was the providing of an opportunity to rein-
force and extend language acquisition. Some of my observations might
suggest ways of using poetry in other foreign language programs. Several
keys to developing a successful poetry unit are discussed below.

First, define the objectives of such a unit. Do you want to increase
students’ auditory perception of the language they study? Do you wan!
to choose a single theme that will serve as a point of departure for
subsequent units that employ other media? Do you hope to encourage
creative expression in the target language through the study of that
culture’s poetic iradition? Do you want to reinforce an understanding of
historical evolution by choosing a parucular period and discussing con-
temporary poems that murror their ime”? Several of these criteria will
seem relevant; they are not inutually exclusive. Within the unifying frame-
work that you design, you will want to present as many writers and as
many poems that illustrate various forms. tones, and themes as possible,
in the hope that there will be at least one that will spark the imagination
of each student.

When planming the order in which you will discuss poems. do not
feel bound to a strict chronological presentation unless your objectives
preciude ot~ approaches. You may want to start with a poem that is
short and also has an casily recognized structure and point of view. Or
you may choose to begin with a poem contaimng an extended metaphor
that 1s easily accessible to your class. Once you decide on your point of
departure, orgamize the rest of your unit so that 1t becomes increasingly
diverse. For example, instead of doing four or five poems that are similar
in perspeetive. alternate these with poems having conflicting or opposing
themes It vou discuss a love poem first. choose your second from a
group that deals with isolation, disillusionment, or death. If you start
with a humorous poem. make the second more serious,

Most poets cover a wide range of subjects in their work. | find it
more effective 1o cover several poems by the same wniter despite the fact
that this, of course. hmits the number of writers studied. Reading only
one sclection by a poet cannot provide students with any accurate sense
of that poet’s work

Once your outhne foi the poetry unit s ready. it 1s time to focus on
the first poem to be discussed  The way you present the first poem will
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determine the success of the entire umit. Unless you know otherwise,
assume that the students know nothing about poetry. You may want to
begin‘the unit with a brief discussion in the target language of basic tools
of analysis. This is particularly important because it allows the introduc-
tion of the vocabulary needed for class discussion of the poem. The
tollowing five general categories are worthy of notice,

Point of View

A. Is there an identifiable speake.”? It so, what do we know
.about that person?

B. -What is the dominant tone or attitude toward the subject

_ (for example. ironic, nostalgic, angry)”

€ What is the retationship between the speaker and what he or
she describes? What is the relationship between the speaker
and the reader” How do we know?

. Language

A What kind of language predominates (for example. nouns,
adjectives, adverbs, verbs)? What verb tenses are employed?
Why”

B. Are there images? svmbols? archetypes? (For a review of
defimtions of these terms, consult the Princeton Encyclo-
pedia of Poetry and Poetics, cited in the nofcs.)

Theme

A. Is there an abstract, philosophical, or anecdotal level sug-
gested by the imagery or the tone”?

B. Is the theme umiversal (for example. love. death. or the
creative process) or s it hmited to a specific period or region?

€ Are there conflicts 1n the poem? Are they resolved?

Structure

A How many stanzas does the pédem have? Is there an obvious
progression from one to the next? Is there any variation in
stanza length or structure?

B _Is there a regular pattern of end rhyme? (You may not nced
to be specific, but some introduction to form and patterns
iy usetul )

C. Is there a discermble rhythm? (Again. you may want to

explain metrical patterns in detail )

7
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V. Literary Ambience

A. What are the characteristics of the generation to which this
poet belongs? '

B. If you have studied any other poets from the same genera-
tion, compare these with the writer now being studied.

C. If you have read works from a generation preceding that
of this poem. compare those with this poem. Try not
to himit your discussion to merely thematic similarities
and differences.

D. Are there any historical. political. or social considerations
reflected 1n this poet’s work? What are they?

These questions should be taken only as guidelines when you are
planmng your own approach. Obviously this outline should not be
followed exactly for each poem studied. or students will find it monot-
onous. Instead. choose two or three sections. adding questions appro-
priate to the individual poems. Try to choosc a variety of questions. You
should design some to elicit specific. factual responses. but also try to
include several open-ended questions.

As an illustration. let us look briefly at a discussion organized
around Federico Garcia Lorca's “Las seis cucrdas.” The first step in any
class discussion s to read the poem aloud. Always ask a student to read
‘so that pronunciation skills can be reinforced. It is important that
students get a feel for the rhythm and sound patterns in poetry: reading
aloud emphasizes those characteristics.

I as seis cuerdas

La guitarra

hace Horar a los suenos
Flsollozo de las almas
perdidas

sC esed pa por su boca
redonda

Y como la tarantula
teje una gran estiella
Pard LdZiat sUspiios,
que tHlotan en su negro

1

dalnbe de madera

Federieo Garceia 1 orca s identified with the Generation of 27, His
dram: and poetry have achieved international fame and are available to
)
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the English reader in many translations. Music 15 a frequent motif in
Lorca's poétry. Influenced by the Spanish composer Manuel de Falla,
l,orca and other musicians, artists, and writers of his generation wanted
to “stimulate a culuvation of the ancient songs’in the people, completely
forgotten in many places.”™ Much of I orca’s poetry and drama exhibits
a strong Andalusian influence in 1ts imagery and sound patterns. For
several of Lorca's dramatic farsas, Falla wrote musical scores.

To make “Las seis cuerdas” come alive fof your class, you might
want to play some of Falla's music or some selections from the Spanish
flamenco tradition To give visual reinforcement to the tone of the poem,
you might bring a print or color photograpt of Picasso’ “Blue Guitarist.”
In this way, you will help students explore relationships "among all
the arts. )

In "Las sers cuerdas™ the image of the guitar provides the focal point.
Referring to the presence of the guitar in Lorca’s work, Edward F.
Stanton notey )

Though T orea™s plays and poems dre tull of direct allusions to the guttdr,
these do not exhaust its importance in his work [ he instrument may func-
tion as an image of svmbol with a detinite meaning. but it exereies 4 more
pervasive and subtle influcace in the rhythme, tones  and dynamics of
Lorca’s verse It incarnates the land from which traditional Andalusian
songs derive. the human techings they express, and their musical substance
ot which the guitar s o fundamental clement ¢

To provide more background intormation on Lorca and twenticth-
century Spanish poetry 1 have included a selected bibliography (see
Appendix). | recommend especially Andrew P. Debickis Estudios sobre
poesia espaniola contempordnea. He discusses “Las seis cuerdas™ briefly in
Chapter VII|

When | teach “Las seis cuerdas,” I begin by asking questions about
the guitar. How 1s 1t personified 1n the poem? What effect does that
personification have on the reader? Then | move to the image of tne
tarantula. What does 1t represent” Is it only a visual image? After discuss-
ing cach ot these examples of igurative language, 1 turn the discussion
to the guitanist: He s not mentioned speceifically, but by implication it 1s
the musician who relates the images of the guitar and the tarantula to
cach other. so I try to detine whether or not his s an active role
‘n the poem

ERIC I
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After an initial discussion of the two central images, members of
the cfass analyze what kinds of words predominafe in “Las seis cuerdas.”
One student makes columns on “the blackboard for nouns, adjectives,
verbs, and adverbs, and fills in each category as the rest of the students
offer suggestions. In this particular poem, nouns outnumber verbs,
adverbs, or adjectives by more than two to one. That fact in itself is
important only as a way to identfy the poem’s effect on the reader. If.
for example, a poem has a considerable number of active verbs and
adverbs, the poet credies a stron,’ sense of action, movement. or change.
In this case the preponderance of nouns suggests an emphasis on the
definition of essence, or. to use James Joyce's phrase, the revelation of a
“moment of epiphany.”

To pursue the question of semantic relationships in the poem. the
student at the board makes another chart for the nouns only and divides
them nto concrete and abstract categories to discuss the subtle way in
which the speaker leads the reader to certain conclusions about the
nature of music and one creative expression of anguish.

Next you might want to direct the discussion toward the role of the

_speaker in the poem: Who is the speaker, and what do we know about
that speaker? What is the speaker’s relationship to (distance from) the
poem? What is the reader’s relationship to the speaker and to the poem?
To help students explore this concept, go back to the <pecific words the
poet chose and look for deictics The American cntic Jonathan Culler
defines deictics as »

*orentational” features of language which relate to the situation of utter-
ance. and tor our purposes the most interesting are first and second person
pronouns (whose meaning 1n ordinary discourse 15 “the speaker”™ and “the
persan addressed ™). anapharie articles and demonstratives which refer to an
external context rather than to other elements in the discourse. adverbials of
place and time whose reference depends on the situation of utterance (here.
there. now. vesterdayv) and verb tenses, espeaially the nontimeless present

)

In “Las scis cuerdas™ some surprising conclusions may be reached
by nvestigating 1ts deictics  For example. there are no first or second-
person pronouns. This mean: that there is no introduction of a definable
speaker voice 1n the poem. Students should discuss the effect of the third-
person, impersonal speaker in relation to the kinds of nouns chosen and

the themes those nouns suggest. A second noteworthy feature of the

¢
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Ta

poem 15 the exclusive use of ine present tense. There are only three
conjugaied verbs 1n the poem: hace llorar, se escapa, and Sflotan;, there is
one infinttive cazar. Seen in relation to the impersonal speaker, the use
of the “nontimeless present™ enhances the universality of the ideas Lorca .
. presents. That 1s to say. the poem is not limited to a specific time and
place. consequently, 1t 1s accessible to a far greater number of people.
When the topics of language and speaker are exhausted. lead the
class into a consideration of the principal themes. | rarely begin an
analysis by talking aboat theme; to do so is to encourage students to give
a prose summary of the poem. Furthermore, it makes analysis of lan-
guage and speaker more difficult. because students will tend to think that
they “understand™ the poem because they have identified 1ts central ideas.
Students are better able to consider the meaming of the poem after
they have a strong gra<p of its form. To better understand the relation-
ship between torm and meaning. move from the specific to the general,
Le. from form to coatent In his explanation of theme's relation to the
poem as a whole. Culler notes -

Lo wnite a poem i to daim signiticance of some sort tor the verbal construct
cne produces. and the reader approaches o poem with the assumption
that however brich it mas appear it me contain at least imphicitly. poten-
7 ual rhes which miake ot worthy of his attenuon Reading a poem thus
womd a process of tvhing wass to grant 1t sigmbicance and tmportance.
and i that process we aall upon a vanety of operations which have come
' ta form part of the nsttution of poetry Some Iyries, of course. explicitly
apnounce thar ¢ ernowith themes which occupy a centril place 1n human
capertence but many do not and 1t is in these cases that W+ must employ

spraad formal Conmvantions

That critic goes on 1o explain that i the poem presents an objective cor-
relative of an tense experience of emotion. as does 1 as seis cuerdas,”
spectal care must be taken to bring that "moment «* revela.ion™ into
clear tocus by building on the understanding of form aircady ostablished.

\ poem s more than a sum of ity parts. 1t s, 1n addition. the
expeiience that resalts trom the reader's interaction with it Theretore,
revicw the key clements of language, speaker perspeetive. and theme as
they contnibute to a umticd whole betore moving on to another poem.

Fo begin a discussion about the poem’s unity, ask the class to
consider the meaning of the utle and s relation to the rest of the poem
Labe time at this point to explote the students” reactions to the poem by

ERIC 55
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encouraging them to express their own feelings about music, for example
A shift of tocus to contemporary rock might sumulate students’ ability to
see the relation between “Las seis cuerdas™ and their own musical
experience A language teacher will be pleased at the amount of hstening
and speaking practice in the target language provided through the analy-
s1s of a short poem such as this one

Finally. when the analysis of “Las seis cuerdas™ s finshed, ask cach
student to write a poem about music for the next day. The first ume
this 1~ done. provide a fairly structured topic. for example. give them a
prose definition of gratar or ask them to describe a “moment of revela-
tion” through music imagery. When the students turn in the poems, the
teacher should correct any grammatical mistakes without destroying the
pocm’s intenit Sometimes that may scem an impossible dream. but it s
important to reinforce proper use of language and structure Before
returning them. make a copy of all the poems, leaving off your correc-
tions and the students’ names. On the following day. read the poems
together and discuss grammatical nstakes.

After the teacher has led the discussion for the first few poems. some
of the more articulate students migh® be asked to lead smaller groups.
Divide the class into sections of four or five people. Assigia each group a
particular segment of the analysis, such as language. point of view, or
theme Move from group to group to help with whatever problems arnse.

When you have finished the poems you chose for your unit, ask
cach student to memornize a new poem by one of the wniters you have
studied. Read through the poems with students beforchand to help them
with any pronunciation dithiculties and give them some time in class to
practice On the last day. give them the opportunity to recite those
poems from memory for the whole cla-s Also on the last day. contrast
and compare the work of ail the writers introduced.

Poctry study allows the reinforcement of verbal skills through read-
ing cach poem. aloud. subsequent class discussion. and final presentation
of memorized poems | istening comprehension s enhanced by these
same activities Reading and wiiting skills are emphasized in the analysis
of specitic poems and in the creative wnting students do. Writing experi-
ence 1s gained in tests where short-essay questions about speaker, lan-
guage. and theme are posed At least one queston requires students to
organize their ideas Into @ one- or two-page essay

RIC 54
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One of the greatest joys that comes from teaching poetry courses Is
the tremendous opportunity 1t provides to learn more about students.
Poetry-becomes a vehicle for understandmg much that we normally do
not take the ume to ponder

Appendix: Selected Bibliography
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Barnstone. Willis. Spanish Poetry from Its Beginnings (Introduction).
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Notes

I Alex Preminger ed . Princeton Encidopedia of Poetry amd Poencs, enlarged cdiion (Prince-
ton Princeton Uninersty Press, 1974) p ol
2 for an explandtionp of paint of view see Norman Friecdman “Point of View in Fiction The
« Developme i ot u € ntical Coneept.™ PMI 4 7001 (December 1955) pp 1160 84
3 Federico Garua Lorua, Obres Completas Copynght € Herederos de Federico Garcia Lorca.
1954 Reprinted by permission of New Dire:tions

Six Strings *
Fhe guitar
mahes dreams weep
L he sobs ot lost souls
- B tseape through tis round mouth
And like g tarantula
11 wedies g great star
to hunt for the sighs .
floating 'n 1ts black
wooden cistern

3 [dward b Stanton  The Trege Mith Torca and  Cante pondo  thoangton University of
Kentueky Pross 1975 p 14

S Stanton p 2}

6 tonathan Culicr Structuraiing Poettos Structeralims Lingunstios and the Study of Lueratu @
ilthaca NY Coracdl Unnceaty Pross 1975 p 168

7 Caller p 175
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Training for Translation:
- An Undergraduate
Teaching Option

Betty Becker-Theye

Kearney State College, Kearney, Nebraska

ED209956

Recent years have seen the development of numerous- programs or
courses in translating. The pressures to develop these courses and pro-
grams result both trom events in society and from efforts of various
professional groups Federal mandates to provide bilingual services have
produced translations of everything from sample ballots to labels on
cans of beef. Interpreters are needed in every locality for service in the
courtroom, in the hospital. and with foreign visitors, At the same time.
there is pressure within academic institutions to develop career-oriented
programs within the traditional areas of the humanities. Incentives to
produce translaters are monitored by professional organizations such as
the American Translators Association, whose concern is the acereditation
ot quality programs and the professional certitication of translators.

I'he translation program at Kearney State College treats translating
as an academuc disaiphne, a vocational and avocational skill, and as an
cttective teaching tool for foreign languages. Based on language speciali-
sation programs 1n French, Spanish, and German that include inter-
mediate and advanced conversation courses, civilization, phonetics. and

contrastive grammar courses, the franslation interpretation program
adds three specialized courses two senunars in translating and one
course i interpreting

FL 012 684

Viewing translating as an academic discipline 1s essential to its
aceeptance into g college curniculum and to the recognition of translating
“as a protessicnal activaty and of translators as members of a profession,
Franslation’s claim as an acaderie diseiphine 18 vahdated by the recogni-

.
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tion of 1ts basis in theory- the seminar courses 1n translating include an
introduction to theory of translation Current research on translating s
abundant. when one views hinguistics. machine translation research. and
the psychology and philosophy of language, there seem to be as many
theuries of translating as there are theorists The students are introduced
to the theoretical problems involved 1n translation through exercises 1n
English-to-English translation involving. for example. conversions from
jargon to standard English and transformation of one genre (such as
poetry) to another (such as essay). These exercises. which illustrate the
abstractions of translation theory, also allow students to recognize trans-
lating as an ongoing. everyday occurrence by which we constantly re-
assess, interpret. or restate the words and experience of others, putting
these concepts 1nto words and experiences of our own.

The trammng portion of the course follows the introduction to
theors While students of all target languages meet together for theory
sessions, for training sessions they are divided by language groups. Here
the course materials are selected according to the kinds of translation
assignments most frequently given translators, and they are organized
according to level of dithiculty  The first-semester seminar students work
on translations of business and personal correspondence. advertising and
instructional brochures. scientific and technological information, and
financial and legal documents [hese assignments come from materials
taken by the faculty from translation assignments they have completed
or from correspondence recenved The students are required to begin a
glossary of terms and expressions and to maintain a professtonal level of
accuracy and formality in assignments  The class sessions become correc-
tton sesstons where students bring completed drafts of ther assignments
to he read aloud and compared with versions provided by the other
students  They may submit thar completed as.gnments at the end of

. that session, or they may revise them for submission later From time to

tme, students are asked to complete in-class translauons that prepare
them to work with the added pressure of a time limit.

Fhe second-semester seminar deals with translations of literature
Aga.n, the students mecet for sessions on theory of translating: this time.
examination of theory s more closely tied to transtations of hterature,
and the stedents, having alicady spent a semester translating. are more
interested 1n and responsive to guestions and discussions ot theory. Ques-

RIC 8a
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tions of translating across tme (Does Rabelais translate best; into

Renarssance Fnghish?), inter-cultural questions., levels of language\ and
g

adaptations versus translations are considered  Students begin by com-
paring selected translations of works that exist in more than one trans-
lated version They then translate short passages that exemplify dafferent
authors or literary styles such as satine. polemic. or romantic A signifi-
cant part of the second semester’s work requires students to select a single
author’ group ot poems or a short story or occastonally a short_play to
translate  Fach student mects by appointment with the appropnate
faculty supervisor for the la uage and author he or she 1 translating.
I'he students learn how to investigate whether a work has been translated
previously and how to obtain the permission necessary to pubhish a
translation: but because they are working at an undergraduate level, they
are not required to select a work that would be publishable for their
individual projeet The primary emphasis in the Iiterature translation
seminar s to give students a sense of the role of research. literary analysis,
and creative writing in the translation of a work of literature.

Ihe anterpreting course is the last course i the sequence. As Donald
Westman nas pointed out, “the rationale here 1s not that interpretation 1s
more dithicult than translation but that the eapenience of translation
(vocabulary expansion, editing, ete ) 1s excellent background matenal for
interpretation (bat not vice versa).”™ Scheduling interpreting at the end
of the sequence alse gives students the advantage of having completed
the language course program (advanced conversation. phonetics, con- -
trastive grammar. cvilization). which adds to therr fiuency level and
general famihanty with the culture In the translating courses, the stu-
dents work primanily from French, German. or Spanish to English. doing
perhaps only twenty pereent ot their work from Fnghsh nto the foreign
language Inanterpreting, where stvle s of less importance. this is not the
tase. the students work cquaily from Fnglish to the toreign language and
from the foreign Yinguage into Faghsh  This course abso differs from the
translating coutses i that there s httle discussion of theory exeept to
note that while the tanslator’s credibility comes from his or her careful
decuraey, the anterpreter must gam aedibility from o display of con-
Bidence as wello ot matters httie that the tinal interpretation s correct if
the interpreter needed twenty minutes to find the phrase | he students
mterpret both consecutively and simultancoush from tapes or short-wave
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’ 4
broadcasts, sometimes using the sound-on-sound taping process and
sometimes mtcrpretmg resource persons who come into the classroom
either as authentic or as role-playing visitors.

One of the country’s fine graduate translation programs is the Center
for Translation at the Staie Umiversity of New York in Binghamton.
There the prerequisite of fluency in the target language can be enforced
for admission in., the program. At the undergraduate level, however, a
student of translating 1s still in the process of gaining fluency in the
foreign language This 15 why the Kearney State College program uses
the translation course sequence to teach the foreign language as well as to
teach the skill and theory of translating. At every level of the course
sequence. every opportunity for vocabulary expansion, grammatical and
stylstic refinement, and cultural insight 1s exploited. Students in the first
seminar translate letters from Enghsh to French, German, or Spanish;
first because they arc likely to be required to do so in any job that
requires translaung skills and second because it helps and motivates
them to learn to write accurately in the foreign language. In the interpret-
ing course, the controlled situation of interpreting from the source to the
receptor language gives students. who are eldom good at this process
at the beginning. confidence in speaking and understanding in a very
short time. The difficulty 1n gaiming oral skills is often a matter of
traming to attend to matenial orally presented. the very skill interpreting
experience best develops. As soon as students really learn to listen to and
remember what 1s being said 1n the foreign language. they are able to
make tremendous progress in their own level of fluency.

The implications for language lcarning that result from the trans-
lation 1nterpretation sequence led us to begin placing 1n our courses
foreign students whose native languags 15 one of those paired with
English 1n the translation program. Highly motinated and well-cdacated
native speakers of Spanish who have entesed the program in January.
studying 1n translation interpretation sections and in the English as a
second language course. have been. without exception, ingunsucally able
to enter course woik for the M.B.A. degree the following fall. Now
almost every foreign student in the college whose native language 1s
French. German. or Span:sh s in the translation interpretatior program,
both to improve Fnghish competency as well as to gan translating skill.

O
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o date. thirty certiticates 1n traaslauon interpretation have been
awarded: one tn German. twenty-ons 1n Spanish, and eight 1n French.
Five students were also in th. teache: education program and hold tradi-
tional language teaching jobs: one is in military service: two have earned
master’s degrees in Translation-Interpretation from the Monicrey Insti-
tute. two have carned master’s degrees in International Business from the
Amenican School of International Management and are working in New
York and Boston fo international companies; five are currently 1n
graduate programs in Aarizona. California. Missouri. and Nebraska; two
are employed in administrative positions where they are not using trans-
lation kills. and one 185 a housewife. Of the eleven who are employed
with the certiticate alone and with no further 2raduate study. one is with
the German government’s office in Spain: one v with Loew’s Hotel in
Monte Carlo. one s with the Dow Chemical Company 1n Colombia,
South America: one just returned trom a year's employment 1n Austria;
three are employed in Lima. Peru. one s 1in Saudi Arabia: one is in
Miami, two are in Omaha. and one s the departmental secretary in
Kearney State Colleges Foreign Language Department.

Several factors have contnibaied to the success of the program.
First. the academic organization of Kearney State College puts the
departments o Enghsh. foreign language. ard speech under the direction
of orc dean This means that courses in inter-cultural communication,
Englsh as a second language. linguisues. creative wrniting. technical
writing. international studies. and foreign student advisement- all of
which provide ancillary studies or resource persons for the translation
program are available within one academic school.

The academic integrity of the program s nsured by the qualifica-
tons ot ats faculty  The director of the program and all who teach or
asstinat are academically trained. professionally certitied. or pubhshed
translators - The foreign language department and the director of the
translation interpretation program manntarn membership in the protes-
stondl associitions of transators

Over a period ot tinte and in spite of low budgets. the program has
been able to acquire specialized equipment for the INterpreting course i
sound-or-sound machine. indinvidual tape 1ecorders. and a colleetion of
professiondally and locally taped recordings by speakers of various dialeets
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at various levels of ditficulty In building the needed collecion of mate-
nals 1n translating theory for the hbrary. a Iist developed by Eulvia
Arjona of the American Translators Association Wwas very helpful 1n
identifving those books necessary.? The collection of specialized dictio-
naries 1s slow to be built because of the cost involved. but a new volume.,
The Dicttonary Caralogue. should be helptul when funding levels allow
addiional purchases *

While students are encouraged to accept translation assignments
from local businesses under the supervision of the program director. they
are discouraged from taking assignments for which they are not prepared.
They are reminded of the particular responsibility of the translator to be
self-monitoring because *. translations can only be judged by people
who have no need for them. that is. those who are bi- or multilingual.™

It 1 this aspect of translation that 1t can be monitored only
by those who speak the target language and that it 1s useful only to
those who do not  that has brought it to such importance 1a the United
States. where language study has been so sorely neglected. Translation |
programs attempt to prepare language students tor the roles they must
play as important bilingual members of a monohnguai society 10 a
mululingual world

Notes

I Donald B Wosttan Draditonas Progiamsom Fransation and bntaprctioe ™ Tramslutors and
Jrassarny & b cn Crandddd dBimghamton VY Amcnaan Pranslators Asouation and
State U miversdy of New York 1974 p o7 N

3 fuiva Arpme Rotoene. Searves on Lonsdation U apublishad Bt compiled tor the
A tral tansdtoss Comenton 1979

Vobmanugl Modi T Ppeonass Cangogte (Now York o The Franch and Spanish Book
Caorpotation iUsih

o Amb botear Trandatme Pocrs Approcches to Transbroon Senes od - Jamcs R Holmes
cAmstod am Vo oo e 1975 p 3 !
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‘Teaching Nonverbal
Communication in
the Second Language
Classroom

Stephen S. Corbett
Texas Tech University, Lubbock

Jean Moore
-Woodstock High School, Woodstock, Wisconsin

Unul the carly 1950s. those most goncerned with communication, in-
cluding linguists and anthropologists, isolated themselves from nonverbal
torms of expressionr (paralinguistics, kinesics, and proxemics). People of
ditferent culturés can make themselves understood to a limited degree
with gestures. but modern anthropologists have disproved the belief in a
umform cultural interpretation of nonverbal acts and have-clarified the
importance of the sdlent language. !
The dual purpose of this chapter 15 to define briefly the nature of
- nonverbal communicatibn and provide a rationale for its inclusion in the
second language curriculum and to propose @ method by which students -
can be taught kinesie and proxemic forms of the target culture. Although
the nonverbal patterns and materials discussed apply specifically to the
Spanish-speaking cultures, the technigues can be applied with equal effec-
tiveness to the teaching of all-languages - :

The Nature of Nonverbal Communication
Mos omans have acquired the abihty to communicate within their
- particii. culture, a skl that mvohes the aruculation of a unique code,
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consisting of a verbal and nonverbal component. Nonverbal forms of
communication. like their inguistic counterparts. are arbitrary and have
referents other than themselves Raymond L. Birdwhistell, a proneer in
the field of kinesthetics. notes how the study of gestures has revealed that
kinesic and linguistic structures are parallel.® The kinesic system has
elements that are much like sounds 1n language. Distinct movements or
gestures can be combined to create an infinite number of ordered umts—
much like v 4s— which form sentence and paragraphlike structures of
meaning Bir shistell predicted that research would teveal that the
methods different cultures follow to orgamize body movements into
communicatine behavior will be as vanable as those used with the
verbal languages

Research findings tend to support the hypothesis that there exists a
set of nonverbal behaviors that 1s directly linked to cach unique hinguistic
sructure More than thirty vears ago. ilms were taken of New York
Citv's mavor Forello La Guardia as he addressed various ethnic grdups
in their own languages. Birdwhistell viewed the newsreels and discovered
that even with the sound turned off. a trained observer could detect which
language was being spoken !

Nomerbal communication, like spoken language. is learned behay-
or According to Jerald R Green, a child learns kinesic, proxemic. and
hinguistic patterns simultancously. normally by the end of the second
vear of lite ¥ However, there s an important difference between the
encoding processes employed n verbal and those employed in nonverbal
behavior Most nonverbal language apparently s learned without aware-
ness of the learming process Fyen when persons know that learning 15
going on, their conscrousness of the specific lcarned behavior diminishts
with time ©

Another important component of the stlert language 1~ proxemics.
Provemies concerns itself with how people communicate through their
use of space @ According to Fdward 'l Hall. onc’s sense of space 18
tormed trom mtormation reecened through the sense oreans, and cach
culture has tts own seleetive sensory sereens ~ Consequently. cach culture
holds unique norms or expectations which guide its members 10 develop-
g acceptable proxemic behavior Hence, proxemic behavior, hhke all
other rms of communation, must he interpreted 0 context and has
no true meaming i and of tsedt”

(o 94
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Studies by James C. Baxter in the area of interpersonal spacing
support the hypothesis that proxemic norms are learned early in child-
hood and are maintained into adulthood.® Thus, proxemuc behavior
1s culture specific and forms an essential element of each society's
communication system

A Rationale for Teaching Nonverbal Communication
in the Second Language Classroom
: 7.
The abihty to communicate effectively with those of other cultures does
not involve simply learning the written and spoken fanguages. Another
essential component of the skill is nonverbal behayior ranging from how
a culture uses time to the umique gesticular system employed by that
culture. Some people contend that despite ignorance of the nonverbal
code they are able to communicate effectively throueh fluency in the
spoker language However, they are often unaware of how their non-
verbal language 15 being interpreted by the members of the target culture.
At the same time, strangers in a foreign society cannot be sure if they are
misinterpreting the nonverbal acts they observe. H. Ned Seelye relates the
expenience of an American 1n Guatemala to illustrate this point. While
attending a2 New Years Eve celebration. an American- married to a
Guatemalan was overheard to say: “You see all these people? They are all
my wife’s relatives And every damn one of them has kissed me tonight.
It another Guatemalan man hugs and kisses me, 17 punch him right in
the tace!™ The man. as Scelye points out. failed to adjiist to two aspects
of the 1 atin culture  the extended famuly rclationship and the custom of
men embracing cach other
Another argument by those who are fluent in the spoken language
iv that flueney with the Lnguistic code alone will help them to “think
Iike @ natve ™ However, there are other enitical factors that must be
considered James S Tavlor relates the experience of a group of instruc-
tors of Spanish who. upon completing a proficiency test for second

. languag: teachers, began to discuss the possible answer to a question

on culture concerning the distance between speakers maintained by
I'atin Americans Although many of the instructors had ived in Latin
America and some were native Spanish speakers, there was strong dis-
agreement Most. ancluding some of the natines, did not realize that
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Latin Americans usuatly feel more comfortable standing quite close to-
gether when conversing. !

Raymond L. Gorden tound that peoplc usually expect forelgncrs
fluent in their language to be equally facile in the nonverbal aspects of
their culture.!? Consequently. the native 1s slow to forgive these foreign
visitors for their blunders

Kinesic and Proxemic Behavior in the United States
and 1n Spanish-Speaking Countries '

Spaniards and Latin Americans tend to gesticulate a great deal: in fact. it
1s difficult to imagine a nztive Spanish speaker talking with hands folded.
They also like to have body contact to a much greater degree than Anglo-
Americans. who have a proxemic noim that discourages touching except
in,an inumate relationship. (Riding on a bus 1n a Spanish-spcaking
country brings the Amenican visitor_to an awarcness of this cultural
difference.) Encounters between Hispanics and Anglo-Americans are
often typified by conflicts over interpersapal spacing When an American
and a Hispanic converse. one can sometimes obscive a comic scene. As

. the conversation progresses, the American will slowly retreat. trying to

reach a comfortable conversational distance. At the same time, the

"Hispgamic will move forward steadily While the American often feels that

the Hispanic's distance 1s too intimate. the Spanish speaker interprets the
Anglo-American’s desire tor “breathing room™ as a sign of unfriendliness
and rejection.,

rd
Selection of Nonverbal Behavior Patterns for Instruction

} [
Few second language textbooks offer information concerning the gestures

. or proxemics of the target language. Theretore, she first step in inte-

ERS
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incorporated into the curnculum. For Spanish-speaking cultures there
are various indexes available as guides Authors dealing primarily with
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Ca’mﬁeld, and Walter Vincent Kaulfers.® For written descriptions and
photo essays of French body language, one can consult Gerard J. Brault,
Stewart Alsop, Ann Banks, and Genelle Morain.'s

" Kinesic and proxemic behaviors, when contrasted in two cultures,

* can be divided into three main categories: 1) patterns common in move-

ment and meaning in‘both cultures, 2) patterns unique in both form and
meaning to each culture, and 3) patterns ambiguous—having the same
movements but with different meanings in each. The gestures and

r.

proxemic behaviors included in the appendix fall into one of the last two——

categories. Except for nonverbal acts observed with_greater frequency in
one culture than another, it is of lesser importance to teach items in the
‘first category. ’ ’

Misunderstandings szem to result most often from behaviors in the
third category, those similar in form or movement but distinct in mean-
ing. Saiz'and Cervenka rélate the story of a lecturer from the United
States in Colombia who was unawarc of a certain gesticular difference
between his\native culture and that of the host country.!® While lecturing
on the stages of human language learning, he mentioned that children at
the age of five already have 2 good control of their native tongue. His
Colombian audience broke into loud laughter. The gesture he used to
indicate the height of the children was made with the arm extended at
waist level and \he palm of the hand facing down, a gesture in Colombia
used to refer onl)&to animals or inanimate objects. -

Presentation and Practice of Nonverbal Behavior -

After determining xvhich gestures and proxemc patterns the students are
to learn, approprialp times to introduce and practice them should be
included in the course materials. At the beginning of the course, the use
of a mini-skit, a fiim, or videotape depicting nonverbal behavior is an

. effective method to introduce the importance of kinesic and proxemic

elements within the target culture. The initial presentation functions best
when used during the language-readiness stage of second language in-
struction, that is, during the first week or two of the class.

An initial role-playing situation may be d#¢companied by the cor-
responding linguistic component or presented in a totally nonverbal
manner. Furthermore, role playing by the teacher énd/of several native

97



88 A Global Approach to Foreign Language Education .

»

<
speakers should represent a real-life situation about which the instructor
can direct an inductive discussion. For example, the students might be
presented with a role play featuring only nonverbal communication and
then be asked to determine the basic message that was exchanged. The
teacher can ask questions pointing up similarities and differences in the
silent language used by the target and native cultures.

The presentation and use of nonverbal behavior should occur as the
linguistic components are introduced and practiced, in order to bring
about a more natural, subconscious process of acquisition. Gestures and
proxemic patterns may be used in role-playing exercises in conjunction
with the dialogues from the text, or they may be incorporated spontane-
ously by the teacher to reinforce, clarify, or enhance structural skills.

In the appendix are listed Kinesic and proxemic behaviors for first-
year Spanish courses at Purdue University. The table indicates the lesson
or chapter of each of the basic course materials in which a number of

_common nonverbal communication patterns can be introduced or rein-
forced most efficiently. Take, for example, the gesture for negation. In
Spanish-speaking countries it is made by a horizontal, oscillatory move-
ment of the raised index finger. As the negative words (no. nunca, nada.
nadie, .ninguno. and so forth) are taught in the textbook, the gesture
reinforces or enhances the meaning of the words within a context. The
teacher can also use the gesture on a regular basis within the classroom
whenever a negation is intended—either within the lesson or as part of
the classroom discipline. Spontaneity helps to achieve the “cultural
island.” Films and videotapes of native speakers serve as an excellent
source for reinforcing the nonverbal communication patterns.

Regular, periodic checks of students’ recognition and control of
nonverbal behavior are important. The amount of emphasis placed on
evaluation can be determined by the individual instructor based on the
course objectives; however. the empbhasis p.aced on the evaluation should
be strong enough to motivate the students to learn the material success-
fully. In evaluating the students’ knowledge and understanding of the
material, an excellent exercise is to have them work together in small
groups to create a two-to-three-minute skit in which the target Kinesic
and proxemic patterns are emphasized. The teacher could impose a limit
to the number. of gestures required and then insist that they be accom-
panied by the appropriate speech patterns. Once the skit is written, it
would be evaluated by the teacher to check the linguistic components
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before its preseutation. Each group would present a skit to the class.
Those observing the role play would be assigned to identify the gesticular
and proxemic elements used. A short discussion should follow each sk
to call attention to the observed nonverbal behaviors and to evaluate the
students’ ability to recognize them in context.

In summary, there are five steps involved in integrating the teaching
of kinesic and proxemic behay-ors into the second-language curriculum:

1. The teacher compiles a body of kinesic and proxemic behaviors
to incorporate into the course.

2. An intial mini-drama is performed to introduce a sampling of
nonverbal behaviors during the priming stage of the course.

3. The kinesic and proxemic behaviors are paired with the corre-
sponding structural components within the curriculum, with am-
ple practice and reinforcement ‘afforded throughout the course.

4. The students’ recognition and control of nonverbal patterns are
evaluated via student-prepared mini-dramas or other activities.

Meaningful communication between cultures must include a knowledge
of both the contrastive verbal and nonverbal behaviors. Following the
four steps outlined in this chapter, the teacher can provide the students
with a natural, enjoyable way to amplify their scope of the second lan-
guage and culture and thus increase their global perspective.

Appendix: Catalogue of Kinesic and Proxemic Behaviors
for Beginning Spanish at Purdue University

Readers Videotape Textbook
Drama
Primeras Beginning
- Lecturas (PL.) . Spanish: A
Lecturas Cultural *
Behavior - Bésicas (LB) Zarabanda'’ Approach'®
Greetings:
Men 9, 10, 14, 15, 1,9, 10, 15,

18, 19, 20, 21 22,25
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Readers Videotape Textbook
' Drama
Primeras Beginning
Lecturas (PL) Spanish: A |
Lecturas Cultural
Behavior Bésicas (LB) Zarabanda!’ Approach®*
Women ' 5.6,7.8,12, - 1,22
13,14, 15
Beckoning . . 7.8, 12,13, 15, 27
- 14,15 )
Negation PL 8 7,8,12, 13,16, 2,8,17,27,33
- 18, 19, 25
Stinginess . 22
Money PL8 1,2,3.4,20,21 3,8,11,12,13
Lack of infor- 5.6,12,13,14, 9,16,22,27
_mation, ability, 15, 20, 21, 24,
or concern; 25
resignation
Distance LB8 12, 13,18, 19, 7.11,19,27,
25 33, 36, 38
Height 5,21, 36,38
Crowds LB Y9 1,2, 11,12 _
Concreteness/ PL6,8 5.6 6, 8.9, 12, 16,
Precision 18, 27
Clapping for PLLS 3,4,5,6,9,10, 20,27, 41
attention 14, 15 4
Tobe hungryy PL1, 2,8 1,4,11,12,22, 8,10,15,20,41
thirsty LB9 23,25
Wait! 3,4,5,6, 14, 27
18, 19
Termination PL7 3.4 23
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Readers Videotape Textbook
Drama
Primeras . _ Beginning
Lecturas (PL) . Spanish: A
Lecturas - Cultural
Behavior Bésicas (LB) Zarabandal Approach'®
Recall PL3 3.4 23,40
Collision/ 3.4 13
Confrontation ‘ .
Preparedness PL 4 9,10 6, 13,22 41,
42, 44
Threat of PL4 16,20
impending
gunishmcnt
Amazement/ PL6 11, 12, 16, 17, 4,11, 15,21,
Hurry 24,25 27, 41
Mas/ Menos 12, 13 4,9
Lgave—taking 12, 13, 14, 15 1,22
Smellness - 12,13 5.7,9,13, 18
Blows of 7,8,12, 13
affection
Proxemics:
Touching 34 any place that
Distance 56 conversation
between takes place
speakers
Clapping for 16

approval, boo-

ing, whistling
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Femme, Frau, Mujer:

A World of Women

Mary Jane B. Roe

Minneapolis Public Schools, Minnesota.

™,

N

’f]me Global Perspective

What is a woman? What place does she occupy in this world? What
should be her role? Femininity is much more a cultural.than a biolog-
ical trait. “One is not born a woman,” said French writer Simone
de Beauvoir, “bui rather becomes a woman.”! From the very beginning
of a woman’s life, she is shaped and formed by the culture around her.
Her most visible role model is often her mother. Her choices may vary,
but in most parts of the world she still has primary responsibility for the
home and family. She is torn between the traditions of the past and her
dreams for the future. Whether she becomes a legend or remains anony-
mous, she is a significant contributor to society.

The advent of the most recent American feminist movement and
the subsequent decade of change in attitudes has encouraged women all
over the globe to affirm their independence and individuality. Because
the women's movement easjly crosses national boundaries, it is truly
international in scope.2_JHis movement is well suited to the modern
language class because the study of culture is an important and necessary
part of language learning.

What follows is a report on a curriculum project for the develop-
ment of materials on women and women’s lives in the French, German,
and Spanish cultures. The project was carried out in the Minneapolis
Public Schools as a result of a request by students of French for
information regarding women in French society. The results of the
research, the objectives and philosophy of the project, and excerpts from
the materials are presented herein. )
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Flgnch Women '

France was one of the last industrialized nations to enfranc\"ise women.}
French women have beer: able to vote only since 1945. Throughout
the Middle Ages, they were relegated to inferior status. In the seven-
teentn century, Moliére ridiculed the effort of French women to be-

~ come educated:

K]

* H n'est pas bien honnéte, et pour beaucoup de causes. Qu'une femme étudie
et sache tant de choses. - N
' Les Femmes Savantes*

During the reign of Napoleon, despite their courageous efforts in the
revolutionary cause, women were, according to law, completely depen-
dent on their husbands. They could not own property or keep their own
incomes. Their chief duty was to produce future soldiers. Prior to 1850,
young French women were not allowed to attend public schools. The
effects of the strongly anti-feminist Napoleonic Code persisted for almost

two centuries. When French women at last received the right to vote, it

was as a reward for their courage and bravery during World War 11

Today, women's movements in France have gained numbers and
represent virtually every concern: political, religiops, and social. Their
struggle has been mainly against existing myths and against certain
aspects of the political and economic system. More progress has been
made in the last two decades than in the previous several centuries. Over
cight million French women hold jobs, and women constitute about half
of the university population. While there is still much to overcome,
la condition féminine in France has improved substantially. The French
woman has truly “come of age.” .

German Women

The German women's movement can be traced to Luise Otto-Peters
(1819-1895), whose political struggle for the emancipation of women
was spurred by a deep concern for the plight of the working class. She
did pioneering work during and after the German revolution of 1848.
Later in the century, Clara Zetkin and Rosa Luxemburg carried on the
politic:l struggle in a more radical way. These women established the

Q
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tradition 1n Germany of inking the women's movemert with the workers’
movement and of associating themselves with a pohtical party.’

Equality of the sexes in Germany was guaranteed by the constitution
when the new Federal Republic of Germany was formed 1n 1949. Legisla-
tive campaigns for the right to abortion and divorce, among other issucs,
have been conducted since that time. Highly educated women in Ger-
many, however. are still in the minonty. The less educated women make
up the bulk of the female work force, representing about 35.8 percent of
the total labor torce

In Germany today, women are exerting pressure for more equal
treatment 1n all arcas. The radical feminists, whose allegiance to the
Maruist 1deology 1s a deterrent to many women who might otherwise
have joined forces with them, have shaped the German movement, borrow-
ing from femimists abroad and especially those in the United States.

Hispanic Women

Womeén in Hispanic society are generally protected by men and primarily
expected to be good wives and mothers The present-day role of women
in Laiin America s a legacy from colomal times, when injunctions were
written by bishops and archbishops to Queen Isabella of Spain and to
Countess de Benavente outhning the proper conduct of women. Listed
as women's good quahitics were shyness, piety, submissiveness, obedience,
and dutifulness to husband or father A good woman was chaste and
pure, kept her virginity until marnage. and married for spiritual reasons—
namely to propagate the human race. Mar was considered more perfect
than woman, and thus it was reasonable to expect the woman to follow
the man™ judgment 1n all things.*

Little has changed today. Social status determines whether the
Hispanic woman works. Thirty-three ‘percent of the women in l.atin
America are emploved, mainly in what 1s traditionally considered to be
“women's work " They are seldom physicians and lawyers and are rarely
allowed 1nto the professions where decisions and policy are made. There
are few women 1n Mexico and Central and South America studying to
become architects, engineers, or physicians. In Argentina, however, den-
uistry has become a woman’s profession.

In spite of this history, Hispanic women have left their mark in
poltics, poetry, and patriotism. They have been novelists, playwrights,
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protessors. photographers, pilots, performers, presidents, ambassadors,
| arusts, soldiers. revolutionaries, and bullfighters. Cuban women are
| today setting a precedent in liberation, participating in physical fitness
programs and sports, serving in the military and-in the go ‘ernment. In
spite of all this, women 1n Latin America hesitate to change for reasons
»ased mainly on the traditions of their society.
A great deal of research remains to be done before comparative
histories of women are possible.” but despite cultural differences, there is
a common thread. Over the centuries, the traditional role of woman has
chang~d. as has her image and her vision of the future. What has not
changed 15 her umque contribution to society. It is for this that she
should be recognized.

The Educational Perspective and the
Language Classroom

Language 1s a cultural phenomenon. It reflects the values of a society as
well as 1ts prejudices. The study of modern languages involves not just
grammar skills. comprehension skills, and vocabulary building: it involves
the study of an entue culture and its place in the world both historically
and at present. Language teachers may be unique among teachers in that
thev have glchal perspective, a2 multidimensional subject matter, and a
rare opportunity to lead the way in educational reform and new ideas
that link subject matter to the nonacademic world
Women* studies have become a part of the curient educational
reform that 1» concerned with pioviding equal opportumty for all, regard-
less of sex. race, or cconomic status. There has been an increased aware-
ness of the need 1n all arcas of curriculum for materials that raise student
awareness. provide good role models, and eliminate sex bias in teaching.
in “Sexism in French Language Textbooks.™ Betty Schmitz states
that “Sexism 1n textbooks 1s characterized by ngid stereotyping of roles,
attitudes and behavior according to sex.™ Modern language textbooks
- often portray women in other cultures as occupying only minor and
subservient roles.’In most cases. these texts also su@iy little or no infor-
mation on the achiesements of famous women—those who have lived
their own hves, expresed themselves uniquely and without fear, exerted
influence where they could and when they could.
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Because there 1s a void in the textbaok coverage, the key to dealing

‘with sexism in instructional materials begins with the teacher® Teachers

must ask themselves whether both sexes are bort‘rayed positively and in
a variety of situations i~ the activities and supplementary materials used
in the classroom. ) S~ .

This poses a-special problem for the language teacher. Many are
conditioned from their first contacts with the language and culture
to think in terms of masculine dominance. The great authors read
in college literature classes are, for the most part. men. Likewise, re-
search assignments may include only a few names of the better-known
queens and heroines. In short, the background preparation for tcachers
has 1n the past been lacking in sensitivity to women in the culture of
the language studied

In 1979. a team of writers of a curriculum for teacher training from
the Minneapolis Public Schools began researching and writing saipple-
mentary materials on women for French, German. and Spanish classes.!o\
The project. entitied A World of Women, was funded by the Minnesota
Council on Quality Education. a nineteen-member governmental body
that annually accepts proposals for innovative, cost-effective, and educa-:
tionaliy siginificant 1deas to improve schooling. Three curriculum packets
with student materials and teaching strategies were published and re-
leased in 1980. Nous, les femmes . . ., Frauen, and Un sendero dorado de
las mujeres hispdnicas were field-tested in three French, three ‘German,
and two Spanish classes in the Minneapolis Public Schools. A sound
slide show presentation was produced. The matenials were created to be
used in conjunction with other learming materials in the classroom to
compensate for the lack of textbook treatment of the subject in a
nonstereotypical manner.

Piojcct Objectives and Philosophy '

The project’s objectives were threefold:

1. to develop student awareness of the role of females n the cuiture
of the language studied

2. to increase teacher awareness of the role of females in cther
cultures .

3. to increase teacher effectivenes; in the teaching of non-sexist

materials.
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, é .
At the beginning of the project, all members of the curriculum team
agreed on the following.

I. Teachers should be provided with materials that are attractive,
interesting, informative, and provocative.

2 The materials ta he developed should be non-sequential so thata
variety of uses would be possible. R

3. Only those women who have made a significant contribution to
the culture should be included in the study. (It was realized that
questions would be raised as to why some women were chosen
over others.) L .

The Curriculum Materials

Each of the three curriculum packets provides users with student mate-
rials and teacher guidelines. The activities, bibliographies. background"
material, and exercises were designed to increase student and teacher
awareness as well as to develop language skills. All the units are divided
into sections for beginning, intermediate, and advanced stud%"s. At the
core 1s extensively researched biographical material written both in
English and in the target language. Comgighension and composition
skills are included, level of difficulty increases, and students’ skill levels
are matched to the materials. Short biographies for seventy-two French,
fifty-one"German, and fifty Hispanic women are followed by an identifi-
cation quiz. exercise sheet and crossword puzzle, as well as suggestions
for games and activities. Cues are provided in English and in the target,
language; answers remain umform. (This can be especially useful in a
multi-level language class.) English versions of the annotated biographical
lists are also included in the packets for beginming level students as well
as for students in other curniculums, ’

Sexism and Language
Language reflects the values of a society, and reveals its prejudices as
well. Masculine grammatical forms in language often’ take precedence
over the feminine
One section of the materials shows how sexism is manifested "in -
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language itselt in the form of titles for the professions. Vocabulary work
sheets and a word game are included for stua.nts. It 'z common for
language teachers to teach the feminire titles of profession. by changing
the articles anu endings of the masculine title. thereby producing the
ferminine. Perhaps 1t 1s time to turn this practice around. For example:

»
Berufe . -
. -
In German. job ttles tor women usually have the ending -in When ynu
change from the feminine torm to the masculine form. you drop the - and
replace die with der In many cases these words are cognates [hat means the
words sound and look similar in Enghsh and German and they have the same
meamng in both languages Here 1s a hist of job titles tn the feminine form
Write the Fnghsh meamng in the left column and the masculine form.
mcluding the article. in the nght column
die Psychologin
dic Assistentin
——  dic Techrikenn
dic Direktorin
die Agentin
dic Spesahstin
- die Florstin
die Polizistin —

Biographies

For each language. ten women were selected for longer biographies.
Five of these biugraphies were written 1n English: five were written
in the language being studied. A listing of the women chosen follows,
along with three samples of their accompanying comprehension and
discussion questions.

French "Women

Biographies in English Biographies in French

George Sand Jeanne d’Arc

Stmone de Beauvorr Olympe de Gouges

Simone Vel George Sand g
Sophie Germain [ owse Michel

Edith Paf Frangoise Giroud
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Biographies in English
Kiithe Kollwitz
Leni Riefenstahl
Mana S Mcnan
Rosic Mittermaier

German Women

Brographies in German
Bertha von Suttner
Helen Lange

Lise Meitner

Hanna Reitsch

Sophie Scholl

Hispanic Women

Biographies in English

Sor Juana Inés de la Cruz
Eva Peron and 1sabet Peron
Hayde¢ Tamara Bunke Bider

Biographies in Spanish
Conchita Cintron
Victona Ocampo
Lidia Gueiler de Tejada

Eva Pertn
Sor Juand Inés de la Cruz

. Cataline Erauzo y Perez
Gabricla Misiral

Simonz Veil (1927-):
A Conzemporary Woman to Watch

On July 17. 1979, the first elected Furopean Pariiament meeting in
Strasbourg. France, clected as 1ts president a French woman. the fifty-two-
year-old former Health Minister of France

Simone Veil 1s perhaps the most popular official in France today She s
an attractive woman who dresses 1 Chanel suits and always wears long
sleeves to hide the concentration camp number tattoced on her forearm It s
said that Ms Veil could be President Giseard d’Estaing™s choice for Prime
M ster if he 15 reelected in the next e She would be the first woman
to hoid this post

Who s this much-admired woman” ..« was born 1in Nice. where her
family went into hiding when the Nazis ca'led for the deportation of Jews
from France duning World War 11, In 1944, the day after receiving her
diploma from h:igh school. she was stopped on the street by a German
policeman Her 1dentity papers were recogmzed as forgeries. and she was
sent to the Ausciiwitz extermination camp in Germany Her head wa- shaved
and her arm "attooed with the number 78651 She and her sister were
the only members of her famly who survived Her father, mother. and
brother perished After the war. she returned to France, carned a degree
in law and was graduated from the Institut d* Etudes Pohtiques. She became
' a judge and wes appointzd Minister of Health in the government of Valéry

) Giscard d'Estaing In this position she fought for what she believed 1n. things
that could have ended her political career For nstance, she led and won
a debate 1n the French Parhament in 1974 to legalize birth control and
abortion She 1= married to Antoine Veil, head of the French airine UTA:
they have three children. "

t l{fC‘ 1 1i0
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Questions

Where was Simone Veil sent as a youth? Why?

What was her position in the French government”

What office does she hold today”

What is the European Parliament”

Contrast the lives of Simone Veil and Simone de Beauvoir What cause
do they have 1n common?

Wb W N —

Kathe Kollwitz

Kathe Kollwitz did not paint portraits of the nch or famous. nor did she
paint colorful scenery or sull ifes She used chalk and charcoal to record the
faces of peasants and common people. She presented her sketches as cycles.
“Weavers Upnsing,” *War,” "Death,”and “Proletarat.” In 1933 she presented
a sculpture of gneving parents to a military cemetery 1n Belgium. The faces of
the parents have a strung resemblance to Kithe and her husbang; they had
lost a son Peter. in World War |

Born Kithe Schmidt in 1867, she grew up in Kénigsberg. She came from
a large but closely kit family Her father encouraged her artistic tendencies.
and she began studying art at fourteen She studied graphics, woodcuts. and
hthography as well as sculpture Just as her career was beginning. she marned
Dr Karl Koliwi.., they made therr home in Berhin His patients became
her subjects

She was the first woman to be elected to the Prussian Academy of Arts
in 1919. and by 1928 she became the director of the graphics department
there —another tirst Her first exbit was held in 1893, and she continued to
hold exhibits until 1936 when the Naz government banned her works She
was not allowed to paint but continued her work 1n secret 1n her own studio.

In her eighty-eight years, she saw suffenng, oppression. szdness. and
injustice Her messags lives on 1n her work

Questtons

I What modes of arustic expression did Kollwitz study”

2 What work of art resulted from the death of her son, Peter?

3 To what academy was she elected” What position did she eventually
hold there?

4 What were some of the subjects of her art work?

Conchita Cintrén: Una torera intrépida de este siglo

Una mujer intrépida ante el toro. Conchita Cintrén no habia visto una
cornda antes de torear la primera vez. Méas de una vez un espectador le
pregunté a su madre si no tenia miedo de ver a su hya torear. La madre
siempre respondi6. “;Pero por que?, si nada le va a pasar.” Esta confianza
absoluta. sencillez y fé completa era el ambiente en lo cual crecié Consuclo,
o Conchita. Tiene que haber influido a darle confianza en si misma y a

Qo ayudarla en su carrera como torera.

ERIC
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Su padre era puertornguefio y su madre norteamericana la tamiha
«¢ traslado a ‘Peru vuando Conchita cra muy joven Se quedaron en el
sector para extranjeros en Lima Alh Conchitie. conocié a muchos norte-
americanos. as osluvo en contacro con dos culturas, la latinoamericana y
la norteamericand

Como era aficionada a la equitacion, ella le rogé a su padre que la
dejara estudiar Su anstructor. Don Ruy da Chmara. fue quien la guio en ¢l
arte de rejonear Ella empeso a rejonear con sillas man¢jadas por hombres de
pie Habia visto a Don Ruy da Camara rejoncar a caballo con un toro
verdadero solo una vez. cuando Conchita acepto la invitacion para rejonear
en una cornda de beneticencia Ela aceptd. sin haber visto una cornda
ni una ves

1 a audiencia la aplaudio. y la \lgum‘apla dicndo cuando ella se convirtio
en estrella de la plaza de toros lored y rejoned ¢n corndas en Mexico,
Venesuela. Colombia. Francia y Portugal Sélo cn Espafia no le permiticron
torear de pre Rejonear <1, pero torear es cosa de hombres. dycron fos ohiciales
Su carrera duro mas de 20 afos. desde la década de los 30 hasta los afios SO
1.os matadores la aclamaron tanto como los aficionados

Fata casada y ha temdo seis hyos Futd reurada de la plasa de toros.
pero no totalmente de la corrida E« peniodista y jues de corndas Escribe
critica en su columna del mundo taurino

Preguntas

Lomo ¢xplica Ud la intrepides de Conchita’

Lomo aprendio a rejonear’ ( Con que. y quien fue su ¢jemplo?)

JEn que pais no le permiticron torear' (Por que’

Para Ud . que es lo mas tmportante ¢n la vida de Conchita Cintron?

a w ts —

Materials for Advanced Secondary and
College Students

The vaniety of material for women's studies that can be provided tor
advanced language students 15 great.” Poetry and prose selections by
women authors. conversation and role-playing activities, composition
exercises and rescarch assigninents can all be geared to the interests and
ievels of the students involved

v

\ N I .
\ Sound Slide show Presentation

A short tour-pirt, shide-tape program entitied A World of Women was
produced. using background chamber music by women composers, to
accompany the durriculum materials.” The introductory section in En-
ghsh is meant as'a preview to the umt. and it also makes the materials
Q
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usable 1n other curniculums. The three sections that follow are narrated
in simple French, German, and Spanish. There is no recorded English
version of these sections, but the scripts are provided with accompanying
translations These three sections feature specific women in each of
the three cultures and include notes on their influence as heroines,
artists. intellectuals, entertainers, and so forth. The program shows
women’s contributions to have been as strong in the past as they are
in the present At the end of the four-part presentation, the Spanish
narcator poses the following questions Como serd la muger del futuro?
. Quien sahe’

Conclusion

Amcerican students are interested 1n the womens movement Many of
them. however. are not familiar with the history or the socioeconomic
bachground of women’s condsuon. nur are they sensitive to the role of
temales 1n other cultures  They generally approach women’s studies with
curntosity and enthusiasm

There v a great need for learming matenals that ennch the curric-
ulum and provide students with an opportunity to explore the knowl-
edge. the thinking, the imagination of both women and men throughout
history  Educators must select and use multicthnie, mulucultural, multi-
racial. non-sexist learning matenials that promote a positive sell-image for
all students and depiet a plurahstic society. It s appropriate and signif-
icant thzo the subject of women should be discussed 1n the modern
language class 1t s hoped that through the efforts descrnibed in this
discussion. student and teacher awareness will be raised and a greater
variety of role models will be provided to inspire students to the highest
use of their individual capabilities.

Le génie n'a pas de sexe. (Mme de Stael)

Notes

I 'On ne naut pas temme on e devient Simond de Beausoir, Le Deuvieme * e (Pans

Galhimard 1949

Theresia Sauter-Baillict * Women in Germaay.”™ Female Studies 1N Teaching About Women

in the Foregn [anguages French, Spansh, German  Russian (Old Westbury, NY  ihe

Femitast Press, 1975)

1 Margaret Colling Weitz “1The Status of Women in rance 1oday.” Comemporary French
Covtlizanon (Bozeman, M Montana State Univeraty, 1978)
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. Mohere. “Les Femmes Savantes.” Theaire compler (Tome 1V} (Pans Gallimard. 1964), 1l. vn

Sauter-Baillet, op. it

 Melanie Heivig. from the scnpt of the vidcotape prepared by Dr Barbara Younosza of

Hambiine University, St Paul. Minnesota. “The Role of Women in Laun America ”

. Wentz. op ot

Betty Schmutz, “Sexism n French Language Textbooks.” The Culiural Revolunion in Foreign
Language Teaching, cd Robert € Lafayette.(Skokie, 1L. Nanonal Textbook Company. 1975)

. Schmutz, op. ¢t
. Members of the curriculum team were Mary Jane Roe (French), Karen Weinschenker (Ger-

man). and Mclanie Helvig (Spamish)
Sampic materials and suggestions for ennchment and challenge are included 1n cach of
the packets

_ The curnculum matcnals are available at a minimal cost. the sound shde program 1s availablc

for loan only from the Department of Modern Languages. "Minncapolis Public Schools.
807 N E Broadway Street. Minncapohs. Minnesata 55413, or trom the Modern and Classical
Languages Office. Minncsota State Department of Educanion. 649 Capitol Square. 550 Cedar
Street; St Paul. Minnesota 55101
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Notionai-Functional
Syllabus:

From Theory to
Classroom Applications!

Constance K. Knop
University of Wisconsin-Madison

Introduction

For the last two decades, the ability to communicate has been considered
one of the most imporfam goals in second language study. The develop-
ment of communicative skills was stated as a goal of the audio-lingual
approach, but that goal was, we find, rarely reached. Observations of
classes taught audio-lingually and examination of texts based on this
method show that its techniques and activities were designed primarily
for memorization of subject matter and the automatic production of
responses. Little, if any, time was devoted to free responses and to more
active communicative activities.?

Advocates of the communicative competence movement also adopted
communicative abilities as a goal i1n learning another language. How-
ever, unlike teachers using a strictly audio-lingual approach, communi-
cative competence theorists stressed the importance of including daily
activities that encourage open communication.’ They made the obvious,
but previously unobserved, point that students learn to communicate
only when they engage in communicative activities. As an additional
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step beyond straight memonization of dialogues and dribs, students must
have daily activities that encourage and allow them to engage in realistic
conversation It should be pointed out that most of the suggestions for
communicative competence activities centered on follow-up practice to
learning the basic materials in the text. After “skill-getting™ activities had
been worked on (dialogue practice, pattern drills, question-answer varia-
tions). students moved nto “skill-using™ activities for communication.*

In contrast to this sequence for developing communicative skills,
designers of a notioral-functional syllabus plan communicative inter-
changes as the starung point of learming for students. This chapter
discusses how the development, organization, and content of & nsaonal-
functional svllabus differ from most of the textbook materials now
available to second language teachers Suggestions are proposed for
applving theories and activities of this approach to present teaching
matenals and strategies

Clarification of Terms

The term sillabus 1 used 1n the European sense of a curriculum or
content or matenals to be learned by ~students. Developers of a notional-
tunctional syllabus or notional-tunctional set of learmng maternals
select structures for the curriculum on the basis of their communicative
importance 1n the language being learned  1his empnasis on communica-
tion appears to be excellent motivation for language students who con-
tnually rank learning to communicate as thewr number-one goal
language study *

In a sotonal-functional syllabus, the organization of matenals i
not based on the sequence of grammatical points to be taught. Rather,
materials are organized by rotional categories (the topics and :deas
that a lcarner needs to handle) and. within those notional categories,
the functions (the nteractions and purposes) that the learner mught
choose to carry out n that situaiion.

ANotion and function are hnguistic terms used to describe a commun-
icative activity  In that communicative activity. the notion may refer to
the situation itself as well as to the deas. topics, and information that
the student wants to convey or to receive in that s.tuation, It s, in short,

O
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what the people 1n that situation are likely to talk about. The function
refers 1o the speech acts or types of interactions that the speakers
perform, what the speakers want to do with and through language.
Functions include such things as the act of giving information, requesting
information, agreeing or disagieeing, affirming or denying, expressing
certainty or doubt, being polite or rude, and apologizing. In a notional-
functional syllabus, once the functions are analyzed and defined for a
gihen communicative activity, students are taught various linguistic utter-
ances to carry out those functions needed in that situation.

In a notional-functional set of materials, the situation or notion is
presented (for example, meeting a friend); and within that situation four
or five possible functions are hsted such as requesting ‘information,
giving information, and expressing surprise. For each of these functions,
five or six possible linguistic utterances are taught under the function to
encode and carry out that given function.

To see how this works, let us take a specific example such as
two friends meeting. The notions involved are probably “socializing™
and “exchanging news " These are the gencral ideas involved in the
situation, the notion of it Functions might include these three: Function
| - inquining after mutual friends or relatives, Function 2-- giving infor-
mation about these friends or relauives; and Function 3—expressing
interest or surprise about the information. Once these three functions
haive been identified and listed, students would learn several possible
utterances for carrying out each of them.

For example, within the function of inquiring about relatives, stu-
deats might learn these utterances: “How 15 your brother™ “How's your
brother”” “What's the latest on your brother?” “What's up with your
brother”™ All these utterances express the fungtion of inquiring about a
mutual acquaintance. The second function, ghving information, has a
wide range of possible utterances under it. One could limit it to giving
information about very recent events such as: “He just got marred.”
“He just joined the army.” “He just moved.” He just got back in town.”
The function of surprise could be encoded with these utterances: “Real-
ly”" *lIs that s0?" “You don't say.” "Can you beat that?” "You've got to
y kidding!™ This visualization shows a possible presentation of the

aterial to be learned: .
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NOTIONS
Socializing Exchanging news

FUNCTIONS

Inquiring Giving Information Expressing surprise
—— How is your —— He just got — Really?

brother? married. —— Is that so?
—— How's your —— He just joined —— Youdon't say.

brother? the.army. — Can you beat
— Hows’s every- —— He just moved. that!

thing with your  — He just got back — You've got to

brother? in town. be kidding!
—— What’s new

with your «

brother?
—— What's up with

your brother?
— What's the latest
on your brother?

Note that these utterances are often arranged in some sort of grada-
tion to distinguish among them in usage. This gradation could be from
formal interaction to informal interaction, from friendly to hostile, from
mild reaction to strong reaction. The examples in the inquiring function
ranged from fairly formal to more informal interaction from “How is
your brother?” to “What's up with your brother?” In the function of
expressing surprise, the choices also showed a gradation, ranging from
expressing mild surprise to strong surptise, from “Really?" to “You've
got to be kidding!™

Thus, in these materials, students are presented with a situation (or
notion), various functions possible in that situation, and, under each
one, several utterances to carry out that particular function. After prac-
ticing and learning the various sentences for each function, students then
act out the situation and create their own dialogues, chaosing whatever
utterances they prefer to carry out the functions of inquiring about a
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i

friend, giving information. and expressing surprise. Students will pro-
bably end up with any number of interchanges, all of them carrying out
the three functions common ia that situation. Here are two possibilities:

| How is your brother” He just moved Is that so” (fairly formal
interaction, mild surprise)

2. What's new with your brother? He just got married. You've got
to be kidding! (informal interaction, strong surprise)

To reinforce the concepts of notion and function, let us look at
another example. “eating in a restaurant * The notions include going to
the restaurant and having a meal. Three possible functions that are
needed include greeting or calung the waiter, requesting information
(e g . menu items or whether the tip is inc'uded). and expressing satis-
faction or dissatisfaction (e.g., with the meal or with the service). In
another example. “going to a hotel,” we have the notion of getting a
room. Functions needed would again include appropriate greetings (to
the clerk or concierge). requesting information (e.g.. prices, types of
accomodations), and expressing satisfaction or dissatisfaction (e.g.. si7e
of room, location). Yet another example where those very same functions
occur i1s "gotng to an airhne agency " Again. appropriate greetings would
be a necessary function to learn as would requesting information (e.g..
prices, flight times) and expressing satisfactuon or dissatisfaction.

We have listed three situations with different notions or ideas in-
volved: yet we find that the functions recur. Thus. students begin to per-
ceive that there are basic functions generally underlying a communicaiive
activity All that differs s their inguistic encoding, the language formulae
needed to carry out the function or interaction 1n that particular situation.
We also note another feature of the notional-funcuonal syllabus: a
cychical pattern s used to teach the matenals. That is, lesson one on the
restaurant does not include all the greetings possible 1n the language.
Rather, greetings are taught as a function or purpose in that one situation
and the appropnate language 1s learned. In a later lesson (e.g., on the
hotel), greetings will undoubtedly occur again as a function and inter-
action. One could review the greetings previously learned for the restau-
rant to contrast them to those used now in this particular situation in
the hotel. In this way, review and reentry of functions and language are
built into the materials.

S
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To continue our study of these terms, we could easily analyze the
dialogues 1n our own texts to discover the notions and functions being
used. In an exchange such as “How are you? I have a headache,” the
notions 1mvolve socializing and health. We could analyze the function or
purpose of the sentence “l have a headache” in many ways. Possible
functions include giving factual information, complaining, getting atten-
tion. reqaesting sympathy, or making excuses. In a larger sense. the
eftect of "1 have a herdache™ 1its general funcnion. if you like 1s to
gencrate a response from another person. One could reply in severa.
ways, expressing different functions or interactions such as the function
of offering advice (“Why don't you take an aspinn’?™), expressing sym-
pathy (“Oh. that's too bad."). agreeing (*So do 1.7). analyzing the cause
(*“Must be the weather ), or admonishing (“You shouldn't have drunk
<o much last mght!™).

We wee now that the function expressed will undoubtedly depend on
the relationship of the two speakers. Different functions or interactions
will be chosen 1n 1 .ponding to “I have a headache” depending on
whether the person responding 1 your doctor, your mother. your friend,
or your spous¢ Functions and interactions will vary according to the
relationsnip of the speakers.

Importance of Registers

How we express a function may vary even when the speaker 15 the same
person. Lhe same person may use a different style or difterent level of
interaction with us These different styles of interactions are referred to
as registers. For example, a friend may respond to our saying “I have a
headache™ with the function of giving advice- n a fairly formal and
polite register. “Perhaps you need an aspinin.” Or. still 1n the function of
giving advice, the friend may use a less formal register, “Why don't you
take an aspinn?” or an even less formal register, “Take an aspirin, for
God sake ™ All these utterances carry out the function of giving advice.
but they display different styles and ditferent levels of interaction - that
. difterent registers in language usage. Register is an important concept
underlying the language patterns presented in a notional-functional syl-
labus. As we have seen, the utterances for a function are often presented
in structures that exemplfy different registers, with -gradations from
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polite to less polite, from formal to less formal, from friendly to less
friendly, and so forth. In role playing, students are encouraged to select
those utterances with registers that reflect the social relationship of the
speakers and also the feelings present between them.

Let us summarize what has been said up to this point about the
notional-functional syllabus We are talking about developing a set of
materials to be learned by students—-that is, the syllabus These material,
are orgamized not around a hinear development of grammatical points,
but rather around communicative activities. While learming to perform
those communicative activities, students practice language structures that
refer to certain situations, topics, and ideas (notions). The language
structures are orgamzed to express different interactions that are possiole
between people for different effects or purposes - that 1s, the language
structures exemphfy different tunctions, such as requesting information,
expressing sympathy, disagreeing, or showing concern. Language is being
learned for a pragmatic, communicative purpose within a given social
sttuation between people who have certain roles and expectations. The
language structures are organized 1n a gradation to reflect different levels
of interactions or different registers. from polite to less polite, from,
tormal to informal. from remote to inumate relationships.

Whereas we have in the past looked on communicative activities as
a final activity and apphcation of grammar points and language struc-
tures, this approach begins with students learming several possible utter-
ances under that function Students end with some grammatical study of
structures that occurred meaningfully and naturally in that communica-
tion. Structures have been learned for their communicative value and for
their social purpose  that is, for their function in the language. Robert
Cooper states the goal of the notional-functonal syllabus clearly: “To
communicate ctfectively, a speaker must know not only how to produce
any and all grammatical utterances of language, but also how to use
them appropniatels. |he speaker must know what to say, with whom,
and when, and where

Modeis and Applications of a Notional-Functional Syllabus

I have chosen to spend some ume discussing the notional-functional
syllabus not because we are likely to be designers of such a curriculum;
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this probably requires linguistic expertise and cultural background be-
yonﬁi the qualifications of mosy teachers. However, we may]wish to
examine and draw on ideas from notional-functional syllabi fhat have
already been developed in Europe in English for courses”related to
specific purposes, such as English for technical and scientific knowledge
A and for career-related use of language. The curriculum designers study
the background of the students and their goals in learning Eaglish, and
then they try to anticipate common communicative activities that the
learner will likely encounter. The designers develop categories of func-
tions within that-situation and develop language structures to express
those functions Or purposes, and these materials become the textbook
fora given group of students.

In addition. threshold-level materials have been developed in Eu-
rope in several languages. specifying minimal competency levels for
survival ability in a particular language. These materials identify basic
language structures that students should be able to use to express certain
’ ideas (notions) and achieve certain purposes (functions). Goals and

learming for students of a second language are defined in terms of
communicative use of language in basic cultural situations. rot in terms
of discrete vocabulary or grammar points. These materials have been
developed by the Council of Europe in Strasbourg ‘and are available
in several languages.’ .
How such materials based on the notional-functional approach can
. be de*eloped on this continent for our widely diversified student body is
%et to be determined. There bave. however. been some steps in that
direction. Linda Harlow has attempted to follow the sequence of develop-
Ing a notional-functional syllabus for students at Purdue Umversity.*
Like the designers of such a syllabus in Europe. she first identiiied
the linguistic background of her siudents and asked tor their perceived
goals 1n studying French and their projected future uses of French.
SHe then admimistered a survey of possible lanzuage uses to her students
to help identify topics (fiotions) to be covered in a course, and purposes
tfunctions) to be taught ‘within those topics. Thus. for example, 1n the
overall notion of socializing. Rer students indicated most interest in the
functions of meeting and gree}ing people, introducing people, beginning
and ending conversations: they showed least interest in talking about
weather. Such a survey wotld help a teacher select those language

-
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structures to be presented first, drilled most, and taught for active
production as opposed to those that would be taught only for recogni-
tional knowledge by students.

Gail Guntermann has outlined a sequence of communicative drills
and activities that are organized for purposeful practice in communica-
tion and that reflect ideas from the notional-functional syllabus. Her first
selection of items to teach is based on immediacy of the students’ need
for survival in the language. She focuses on the functions that students
most often perform in the classroom. Students would learn appropriate
greetings and leave-takings in class, ways of asking for and giving infor-
mation, giving and following instructions, requesting help and giving
help—in other words, they would learn natural classroom communicative
exchanges. As she noints out, “it is unfortunate that this obvious oppor-
tumity to practice oral communication 1s not exploited more rully in
foreign language classes.™

An important point that Guntermann makes is that erammar is
certainly not to be omitted in this approach but rather is taught for
communicative functions or purposes. As an example, she suggests that
the verb tener (1o have or | »ld) could be used for realistic functions in
class such as 1) expressing needs (*Profesora, no tengo papel.” [“Teacher,
I don’t have any paper.”]), 2) borrowing iteras “; 'enes otro boligrafo
que me prestas?” [“Do you have a pen to lend me?”]), 3) talking about
school events (*;Tenenios una asamblea hoy?" [“Do we have an assem-
bly today?"]). 4) complaining (“{Siempre tenemos examenes los viernes!”
(“We always have tests on Frideads]).!® This parfllels a §onviction that
many of us share: grammar should be taught in realistic situations to convey
ideas and information and to achieve a communicative purpose.

In an article dealing_with developing a communicative syllabus,
Albert Valdman addresses the problems of implementing such 1 syllabus
into our programs. He points out several changes that we must make i
teaching a second language before a communicative syllabus can be used
effectively." So we already have some articles to draw on in American
Journals: from Harlow we can learn about the sequence of curriculum
development for a notional-functional syllabus: from Guntermann we
can gain 1deas for communicative practice that [..cuses on functions of
ianguage use; and from Valdman we find guideimes and suggestions for

_ implementing a communicative syllabus.
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Classroom Applications of the Notionai-F unctional \‘Syllabus

While we may have to wait some time for materials that are specifically
organized on the notional-functional approach, we could begin to imple-
ment some of its underlying principles into ou lasroom teaching now.
Like the designer of a notional-functional syllabus, we could use our
students’ communicative needs as a guide for introducing language that
would be useful and meaningful to them for self-expression and commun-
ication. While we may not be able to use our students’ future vocational
needs as a guide for choosing language structures, we do know that
students need the second language to communicate in our classes. There-
fore. an anaiysis of students’ functions and interactions in class could be
a starting point for choosing language that would be of communicative
worth to students. .

In a workshop on developing communicatfor in the classroom,
experienced teachers of different languages and various levels of instruc-
tion did such an analysis, summarizing what they considered the most
frequently recurring functions that students carry out in the classroom
(See Table I). Then they planned several linguistic encodings for each
function. Using this approach, a teacher might choose one functior: a
week to teach to students. such as “eomplaining™ (a2 common classroom
function for students), and focus it on a notion such as having examina-
tions. Each day a different structure for complaining could be presented
such as “N~t another exam!™ “We're always having exams!™ “We have
too many exams'™ “The exams are too long/too hard!™ A “password™
technique could be used to teach these variations: in order to leave the
classroom. the students must say, as a password. the expression that was
taughit that day. Role playing could be used to set the structure. The
teacher could say “We're having an exam now.” and students would
respond, using one of the expressicns for complaining. The function
could be reentered under another notion, such as homework. Again, the
students would learn a variety of encodings. reusing the utterances for
complaining about exams with slight changes: “Not more homework!”
“We're always having homework!™ “We have toc much homework!”
“The homework is too long, hard!" Since functions by their very nature
recur regularly, we have a built-in sy.tem of review and reentry from the
classroom situations and events.
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Table &
A Sample of Students’ Functions in a Classroom as ldentified by
Teachers in a Summer Workshop (1980)
University of Wisconsin-Madison

Making excuses or stalling 15 Expressing pleasure or displeasure

Expressing impatience

I Asking for information 9 Asking permussion
2 Expressing confusion 10 Greetings and leave-takings
3 Begging or complaining 11. Responding to others’ opinions
4 Secking assistance regarding the 12 Gossiping
language 13 Influencing the teacher
S Expressing politeness 14 Résponding to praise
6
7
8

Expressing surprise

N Examples of Fncoding for a Function

En que pagina

A«king tor Information

(“est a quelle page”

Auf welcher Seite

estamos’ sind wir”?
JL6mo se escribe” Comment écnt-on _° Wie buchstabiert
man das’
<Qué hacemos hoy”’ Qu'est-ce gque nous Was sollen wir
farsons aujourdhur’ heute tun’
JNecesutamos los Nous avons besoin de Brauchen wir heute
libros hoy” nos hyres auyourd ‘hur? das Buch”
Expressing Surprne
Hijole! Quelle surpnise! Ach o'
Caramba' Comment? Gout!
No me digas' Tu plaisantes, non” Was i1st denn los!
De veras”? Sans blague? - Himmel' '
Ay! C’est pas vrai. Was Sic micht© - «n!
Doy mio! Mon dieu! Ach du hebe
« ,Ay. por Dios! Wirklich!

Toll!

Our students also need language structures for interacting with
each other. A teacher might simply supply an expression in the second
language when students talk in English to each other or blurt out things
such as “Darn it!™ “Terrific!” “Weird!™ Our texts are often deficient in
emotive language, yet students' daily speech in English is replete with
interjections, rejoinders, and emotionally laden reactions. One could also
organize these expressions systematically under functions such as agree-
ing, disagreeing, expressing disappointment, expressing pleasure, and

" so forth.
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Like the classroom expressions, these utterances for expressing socially
interactive functions could be taught on a weekly basis, with one function
as the focus of the week and each day's “password” an example of
expressing that function.!?

Students’ out-of-class activities might also be a source of functions
and encodings. Students enjoy learning how to cheer at sports events,
how to greet each other on the telephone, or how to tease their friends.
Learning such expressions would encourage students to use the target
language outside the classroom.

These suggested activities require only a few minutes of class time
but they pay off in great dividends. Students’ use of the second language—
in class and out of class, with us and with peers—would be more likely
and feasible. Students would be motivated to learn the utterances because
those utterances respond to actual needs and express realistic communica-
tion. Most important, students are likely to feel a definite sense of daily
progress and achievement if these actwvities are regularly scheduled. This
awareness of daily progress and accomplishment 1 needed to show
students that they are, n fact, acquiring communicative ability in the
second language and to encourage them to continue in their study of
that language.

Yet another way of applying ideas from the notional-functional
approach is to analyze our functions as teachers in the classroom.
Students will pick up encodings for functions from the language struc-
tures we use in class. They will learn, for example, how to give directions
or how to make requests from our classroom model. We teachers might
analyze our ways of carrying out these functions to determine 1) whether
we express them in a variety of ways so that students learn different
encodings for a given function and 2) whether we are sdxio-linguistically
correct 1n the types o1 encodings we use. For example, many of us make
requests 1n a register that might be considered rude in the second culture.
If we said répérez to a French person or repita to a Spaniard, we would

*_ probably not get much cooperation or a positive response from them.
‘(el commands such as those peri..cate the daily interactions in a second
lahg\uage classroom. We might try to reshape our ways of making
requests or giving directions to coincide with registers of politeness so
that oﬁi\\sludems learn appropriate utterances to use when they want to

carry out these functions. Adding a “please,” employing the conditional,
\\
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or using a more indirect approach, such as suggesting rather than order-
ing, would provide students with more examples to use for a given
function and would teach them structures that are likely to encour 2e
cooperation from a native .

Another common function that teachers carry out in the classroom
1s responding to students’ answers, giving praise and expressing positive
feelings. Once again, we might analyze how we encode these functions to
determine if we are providing our students with varied, usefui, and
appropriate language for a given function. In reacting to students’ state-
ments, we often fall back on rather mechanical rewards or responses
such as trés bien, muy bien, sehr gut. However, if someone said, “I'm go-
ing to the mowies tonight,” we probably would not say “Very good!"
or "What a good answer!™ in actual conversation. Instead, we would
probably respond to someone’s statement with functions of agreeing
("So am 1™, “Me too™), disagreeing ("Not me™; “l can't”), commenting
(“Aren’t you lucky!'"), expressing surprise (“You have the time for it?"),
or quiring (*“Which one”"). While reactions like sehr gut may be
appropriate at the rote level in drills, when students are working on
pronunciation or on memorizing sentences these comments are unlikely

_utterances for responding to information or to an interactive statement

ERIC
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from another person. Thus, in question-answer work or in any communi-
cative practice or exchange in the classroom, we might try to react
by using functions that are realistic, such as agreeing or asking for
more information, and use our “rewards” 1n a more subtle way to
show students that we heard what they said, understood it, and are
interested 1n 1t. If we interact in this way with our students, they will
begin to pick up appropriate functions and encodings for responding to
others 1n a comuricative act.

In addition, we could exploit our textbook materials more fully
to raise students’ awareness and consciousness of communicative inter-
actions. After students have learned a dialogue, they could be asked to
analyze it f~r functions and registers that appear in it. This would be a
useful means for having students restudy the material and would, at the
same time, focus on how the people are interacting. For example, a
teacher could ask (in the target language): “When Mary says, ‘I have to
go to the library now.’ is she giving information or ending the conversa-
tion?” or “When Mrs. Dupont says to John, *‘Why don’t you study now?’
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is she asking a question or telling him to do something?” In fact, analysis
of the effects of questions in many interactions may show that the
function of the question is not to gain information but to make sugges-
tions, influence someone, or give an indirect command.

Simularly, an analysis of registers would sensitize studeats to differ-
ent lingustic choices for expressing relationships or feelings. If the
dialogue contains an expression of sympathy such as ¢ 'est dommage, the
teacher could ask if that 1s a polite or rude reaction. Later, when a less
polite expression such as tant pis occurs. @ contrast in the register could
be made between the two torms along with au analysis as to their
respective use and effect. Role playing could ensue, with the teacher’s
saying “I'm not feehng well. | have a toothache,” and the students’
responding with different registers of sympathy to express varied levels of
reaction. Use of the formal versus the informal is another type of register
change that students could look for in dialogues to determine if the
speakers are close friends or acquaintances, if the exchange 15 between
a child and an adult, or if two children are speaking. Study of this
register change would be very useful for our students because use of
formal or informal pronouns and verbs 1s a completely foreign concept
to them, whereas 1t 1s a crucial means for expressing relationships in
other languages.

We could also use structures from our texts as as basis for construc-
ting a soclolinguistic pattern practice. Just as we develop a pattern
practice with sevéral variations on a structure to exemplify a gram-
matical point, so we could plan a sociolinguistic pattern practice with a
list of encodings that show gradations in registers for a given function.
Using the expression of sympathy, ¢'est dommage. the teacher could
isolate that function and create a soctolinguistic gradation of utierances
with examples that range from a formal to less formzl reguster. Je suis
désolé. Je le regrette beaucoup. Cest dommage. Pauvre petit. Also
expressions of sympathy that are less polite could be taught such as
Tant pis, Quiimporte. (a meest égal. (“Tough.” “What difference does 1t
make?” “It's all the same to me.™) Students could go on to make up
original diaiogues or do role playing, incorporating different registers for
function to change the tone and import of the interchanges. Other
students. while listening to the dialogues, could “guess™ whether the
speakers were being friendly, polite. aloof, or rude.” Students need to be

Q

RIC

1 28
.




E

Q

Notional-Functional Syllabus/ Knop 119

aware of and comprehend these different levels of interactions in a
language if they are going to understand and enjoy films, comics, maga-
zines, or any other spoken or written interchanges in the second language.

One last way of implementing principles from the notional-functional
approach 1s to teach grammar points for their communicative effect or
function 1n the language. For example, the conditional tense could be
taught for its function of expressing politeness. After practicing forms of
the conditional. the teacher could say (in the target language): “I'm being
rather rude and 1 say ‘Go to the board’ You're polite so you say . . .."
(and students change the command to the conditional formation). Or “I
am being impolite so | say ‘I want the bread’. You are more polite and
yousay . ..." ("] would like the bread™).

Yvonne Rochette-Ozzello has pointed out that if and r:sult sentences
could be taught for the functions they carry out.® When one uses
the piesent tense 1n the if clause and the present or future tense in
the result clause, one may be expressing the functions of promising or
threatening. “If you eat your dinner, then you may (will) have dessert.”
“If you don't eat your dinner, then you get (will have) no dessert.” The
imperfect conditional combination often conveys he function of fantasiz-
ing. “If 1 were rich. 1 would buy a yacht.” The pluperfect;conditional
pertect sequence may encode the function of expressing regret. “If (only) |
had studied more. | would have passed the examination.” Students are
still learning grammar points, but they are using them according to the
effect they have on oth<rs—in terms of the function they carry out
in a communicative interchange.

Conclusion

Like the proponents of the audio-hingual 2nproach and communica-
tive competence movement. developers of a notional-functional syllabus
emphasize communication as a goal of learning a second language.
However, as a base for communication. the materials in this syllabus do
not offer preplanned. ready-made dialogues for students to memorize.
Rather. students are presented with a variety of pcssibilities to carry out
several functions in a given situation (notion) and, once those uttterances
have been learned, students make up their own interchanges. Language
learning is organized around speech acts and communication, not around
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a series of grammatical points or vocabulary items. Emphasis is placed
on analyzing students’ needs and interests in communication and on
| teaching them utterances to respond to their expressed interests and needs.
Because of this response to students’ communicative interests, and be-
cause students do—in fact—communicate on their own carly in their
learning. the notional-functional syllabus appears to offer more motiva-
tion to students than most of the materials presently available.

We who are interested in this approach need not wait for materials
to be completely developed for our use. We may begin immediately to
implement principles of this approach by using the target language
realistically and consistently in class with appropriate and varied registers
and by teaching students expressions that they can use to interact with
us and with other students. We may also exploit our present materials
more fully by wolating and analyzing functions that structures in a
dialogue are carrying out 2 1d by teaching a variety of linguistic encodings
for a given function. In this way. our students will acquire a larger
repertoire of utterances to carry out a given function, and they will
become aware of registers that can be conveyed by choosing different
encodings. Using this approach. we may encourage and train our students
to interact linguistically on the basis of social relationships and for
realistic communicative purposes.
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Estella Gahala
Lyons Township High School, La Grange, Illinois

Background

For the past decade, foreign language instruction in public schools has
not fared well. Although the attention provided by the report of the
President’s Commis 1on on Foreign Language and International Studies
and the impetus provided by career education have begun to change
things, they may not be enough to assist local districts in increasing
foreign language enroliments and improving programs.

Since 1974, the foreign language enrollment in Lyons Township
High School (lllinois) has increased from 33 to 53 percent of the student
body at a time of declining student population and increasing economic
restrictions. An examination of how this was accomplished could provide
some assistance to school districts seeking to increase the number of
students involved in foreign language study. The model described here is
not the way to the top of the mountain, but it is one way.

Lyons Township High School is a comprehensive high schog' lo-
cated in southwest suburban Chicago. It served a student population of
5,100 in 1973-1974; that population declined to 4,400 in 1979-1980.
While 75 percent of the student body went on to post-secondary educa-
tion, only ¥ne-third included a foreign language as part of their high
school expe ience in 1974. It appeared that the nature of the community
should provide a larger number of foreign language students. Why that
number was not present warranted investigation.

14
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Image Building «

The first step was to determine what the image of foreign languages was
in the school. We asked counselors, deans, students, and other staff
members what students said about their foreign language cxpcncnce It
was perceived to be clitist, esoteric, not essential.

The next step was to find out what community expectations were.
By knowing what parents wanted for their children, the foreign language
department was able to determine the content and methodology that
would receive the most support at home. The fact that this community
was generally supportive of fairly high academic standards was a plus.
Had the public not been favorably disposed toward having their children
receive breadth and depth of learning experien  that, too, wouid have
been important to know in any attempt to tt  around the declining
fortunes of the department.

In order to counteract the generally negative image, we crganized a
series of attention-getting, awareness-raising activities. They included
Lingofest (an evening of cthnic entertainment), several international
dinners, career days, field trips, guest speakers, special cultural programs,
foreign language fairs, departmental exchanges, a “flip-flop™ day in which
the Spanish teacher teaches an ltalian class and the ltalian teacher
teaches a French class and the French teacher teaches a Russian class in
order to expose the students to the other languages they may study, a
Christmas bazaar, plus genera! involvement of international resources in
the community with the foreign language classes. At first, these activities
were big, splashy, and aimed at large groups. Later on, activities were
conceived on a smaller scale, but their frequency increased and often
carried the stamp of the personality of the teacher-entreprencur. It must
be added that none of the above could have happened without teachers
who cared about students, about the future of foreign languages, and
perhaps about the future of their jobs. They worked long and hard to
make these events successful. -

At the same time, articles promising a new day for foreign lan-
guages began to appear. Anything in print that seemed favorable
was clectronically copied and distributed to counselors, administrators,
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board members, teachers in associated departments—in short, to any
influential person.

Opportunities io speak to parent groups and community service clubs
were eagerly accepted. While such speaking engagements were not fre-
quznt, each onc added a few more partisans to the cause we espoused.

It was important that this new, aggressive stance not be threatening.
Efforts to develop a sense of cooperation within the department, be-
tween departments in the school, and from school to school were under-
taken. The emphasis was on sharing ideas and resources.

Substantive Changes

Textbooks. courses of studv, and methk>dology were examined. We com-
pared what our clients (the students) wanted and what they were getting.
We began planning how to bring departmental goals, individual teacher
goals, and student goals into harmony. Curricular reform and methedo-
logical reform occurred simultaneously. Our curriculum. continued to
work for linguistic competence: learning of vocabulary and grammatical
structures. Added emphasis was placed on developing communicative
competence: putting linguistic skills to use in real-life situations. Cultural
emphasis brought the human cecmponent into the classroom.

Department meetings were organized to help us work on developing
skills in the classroom and on assisting teachers to strengthen their own
skills. Both cognitive and affective domains were the target of many
how-to sessions covering techniques for developing oral competence,
techniques for developing listening skills, pedagogical games, evaluation
and testing, developing realistic and approprate performance objectives,
show-and-tell sessions highlighting special tricks or short-cuts to learning,
culture, values clarification, carecr awareness, composition, reading readi-
ness. and the teaching of literature.

In addition to providing some of our own inservice training, teach-
ers visited cach other in our own school and in other schools to develop
variety in their teaching repertoirz. They were proud and wanted to
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- do well in front of their colleagues. At the same-time, they appreciated
being recognized for what they did well. New ideas and effective methods
had high priority for them and led to greater professional involvement,
which in turn brought many of them“top leadership positions in varous
local and national professional organizations. By this time, the number
of students 1n foreign language classes was growing New teachers hired
into the department were chosen for their vitality, imagination, and
diveruty. Excitement and compeutive spirit proved to be contagious.
Morale was high. '

Curncular and instructional reform were joined to organizational
reform, but not without much debate and disagreement before consensus
was reached. The incrzasing number of students brought a wider range
of student abilities, needs, and intérests into the same classroom. How
was this broadened base of student participation to be dealt with so as to
recognize individuai differences 1n a positive way? We turned to ability
grouping as a form of individualization. Whyle the process deserves more
detailed explanation than will be offered here, the guidelines were general
and included student scores on Stanford tests of academic achievement,
grades previously earned, teachei comments and recommendations, stu-
dent scores on the Otis test of mental ability, parental requests, and
student requests. The grouping was kept flexible; student motivation and
individual study habits could have maximum effect in determing place-
ment. Among the groups there was little difference in course content; the
primary difference was in methodology and pacing. Fastcr-moving groups
were given more independent work, and emphasis was placed on develoo-
ing and synthesizing language skills. Slower-moving groups were given
more structure, more teacher contact, more single-concept learning, more
emphasis on oral competencies, wnd less empkhasis on reading and writ-
ing. Teacher schedules included working with all groups. In short, we
were very careful about image problems relating to vnseen (but felt)
hierarchies that can develop with ability grouping. .

During this same period of time, the district adopted a weighted
grading systen: that rewarded students for trying more demanding courses
without discouraging the grade-conscious student. While the pros and
cons of such a system can be vigorously debated, the effect of this new
grading policy was helpful to foreign languages. More students were
willing to try learning a foreign language.
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A carcer awareness component was introduced into the foreign
language program. Diverse materials relating to careers and foreign
languages were collected and made available to students and teachers in
the form of resource books and packets. Transparencies for classroom
use were made to show relationships between occupational clusters and
foreign language skills. Two teachers developed a slide-tape program for
the sensitization of other foreign language teachers, educators, parents,
and students. The foreign language and business education departments
cooperated in demonstrating how career awareness can be infused into
an academic department, in developing materials for student use in the
Career Resource Center, and in making presentations to other educators
about careers and foreign languages. Many teachers adapted textbooks to
link careers and foreign language skills, and they gave workshops to

- others 1nterested 1n doing the same.

This pericd of growth firmly established six languages 1n the curri-
culum. French, German, I(a:lian. Laun, Russian, and Spanish. Two
etymology courses were developed. The students’ study of Greek and
l.atin roots led to greatly improved verbal scores on college entrance
examinations. “Traveling 1n SpamsE_“’a/qd “Traveling in French,” one-
semester courses. exposed the timid and less talented language student to
basic conversational patterns and ways of planning a trip to a foreign
country “Comparative Languages” exposed students to a bit of each nf
the six languages offered and helped them develop effective study habits.

A subdepartmental structure was organized to assist teachers and
the department chairman 1n the coordination of tasks and in the develop-

- ment of materials and tests. A sub-chairman in each of the languages

and a coordinator for each of the courses within the language facilitated
communication, articulation, and established standards 1n each course.
Teachers wrote performance objectives for each eourse that served as
contrace between *achers and their students (as well as contracts among
teachers) as to the competencies each student would have upon leaving a
course. Course descriptions in the Registration Guide were rewriften in
language that students could understand. Periodically, teachers were
rotated through each course in the curriculum so that each one felt a
responsibility tor the entire curriculum: no one, course could become the
exclusive domain of one teacher. This proved to be an incentive to new
teachers and to ve(an teachers alike.
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. Administrative Support

What was the roie of the department chairman during this period of
growth and expansion? A conscious effort was made to function as
catalyst, as synthesize}, and as a gatekeeper who also ran administrative
interference. The emphasis was on collective effort and cooperation.
None of these accomplishments occurred in a vacuum. The administra-
tion of our distri;:/t provided moral and economic support in the form of
curriculum workshops, sabbaticals, acquisition of instructional materials,
and a generous budget for atterdance at profesional meetings. They
listened, encouraged good ideas, provided the means of refining our
efforts. and in general removed obstacles and facilitated attainment of
department goals.

Evaluatton

It wac not enough to experience a period of growth and change: it was
necessary to determine the quality of that change. We ~valuated every-
thing in sight. The department chairman evaluated the teachers; the
teachers evaluated the department chairman; the stude.its evaluatzd the
teacher and the course: the teacher evaluated the curriculum. So what
did that accomplish? The éntire department acquired a perspective on
how the program was functioning and how the instructional system was
delivering. It provided the means of better understanding the output of
the dep .:iment and the human climate in which that output was pro-
duced. It diminished complacency and increased self-inquiry and con-
structive self-criticism. The result was ongoing renewal.

The Future

in summary, this foreign language department went through
® self-examination '

image building

curricular reform and diversification

methodological reform

organizational restructuring

self-evaluation

renewal.
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Administrative support and the consequences of our own efforts built
departmental confidence, teacher effectiveness, and leadership skills. But
where do we go from here?

Because of declining enrollments, further expansion of this so
seems unlikely. However, many forms of interdepartmental cooperation
have been initiated. Foreign language and English teachers team teach a
course~n modern European literature. Expansion of our career awarepeés
program has led to increased cooperation with the business education
department. Foreign language and social studies teachers are exploring
the cultural and linguistic aspects of international education. They co-
operate with the art and music departments in developing greater cultural

. awareness. they examine international foods, clothing, and fashion design
wih students in home economics; and they hlghllght the contribution of
vario.s national groups to mathematics and science.

Foreign language teachers are eager te cap‘tahze\:on the renewed
interest 1n foreign language learning. We have an unusual

education, and foreign language. Perhaps there is no }imit to what can b
accomplished ——if we dgn't worry about who gets thefcredit.
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