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Preface
=MINIM/

As a result of the 1987 joint meeting of the Southern Conference on
Language Teaching (SCOLT) and the American Council on the Teaching of
Foreign Languages (ACTFL), the authors for Dimens;on: Languages '87
represent a wider geographic area than in previous years. Coming from Cal-
ifornia, Indiana, Maryland, Michigan, North Carolina, Ohio, Pennsylva-
nia, Tennessee and Texas, these authors reflect the conference theme, "New
Challenges and Opportunities," through the diverse nature of their papers.
They form a unique blend of research and theory with practical experience
giving us food for thought as well as ready-to-be-implemented ideas.

Albert Valdman of Indiana University presents a report of the Sym-
posium on the Evaluation of Foreign Language Proficiency in which he
stresses the need for continued dialogue between those involved in the oral
proficiency movement and its critics. While applauding the renewed vigor in
the profession as a result of this movement, he outlines the concerns of
methodologists and applied linguists who feel that peAtaps a more theoreti-
cal and empirical basis needs to be established for national proficiency
guidelines.

Carmen Villegas Rogets, William H. Heflin aad John 13. Romeiser
of the University of Tennessee, Knoxville, provide a complete outline of
their work in developing a proficiency-based curriculum. A comparison of a
traditional syllabus design and a proficiency-based syllabus design is offered,
as well as text and materials considerations, and suggestions for the prepara-
tion of teahing assistants.

Lowering student anxiety toward foreign language study is the topic
of the paper prepared by Christine M. Campbell and José Ortiz of the De-
fense Language Institute. A review of the literature on anxiety in the foreign
language classroom is followed by a description of their researeh project at
the Institute and the anxiety iorkshop in which all D1.1 students participate
before taking their first class.

Barbara Gonzalez Pino a the University of Texas at San Antonio
offers a wealth of practical approaches for the teacher searching for ways to
teach listening and speaking. She takes us through three phases of question-
ing, nine formats for daily listening practice arid ten speaking formats of
graduated difficulty. Suggestions are made for the integration of reading
and writing activities and for evaluation Lod grading.



Richard G. Kern of the University of California at Berkeley dis-
cusses the differences between native language reading ability and foreign
language reading ability, refuting earlier studies which implied that reading
skills were transferred from the native to the second language. He further
suggests strategies for the teaching of reading so that linguistic, cognitive
and affective factors are considered.

"In real-life we always write for a reason, and there is always a real-
life receiver of the written text . . . and we really don't expect to have our
message returned to us covered with red ink and suggestions for correction!"
So we arc reminded by Hannelore Jarausch of the University of North
Carolina-Chapel Hill and Clare Tufts of Duke University who focus on the
writing skill and the importance of its development from beginning lan-
guage study to advanced. They propose numerous well-conceived activities
with tips for the evaluation of the writing skill.

In response to the criticism that schools do not allow students to de-
velop critical thinking skills, Marie-Cecile Louvet of Montgomery County
Public Schools delineates a Socratic teaching model which allows the stu-
dent to discover the desired concept through a series of analytical and evalu-
ative thought proceises. The teacher is no longer the sole source of informa-
tion as the studenv are encouraged to analyze examples, hypothesize, exam-
ine and describe their thinking while arriving at their conclusions.

Donna Reseigh Long and Linda L. Harlow of The Ohio State Uni-
versity isolate the use of newspapers and magazines designed for the native
speakers as an effective means of integrating the five skill areas of foreign
language learning. In addition to a synthesis of the literature concerning au-
thentic material, they offer suggestions and caveats for the selection and
preparation of materials and accompanying activities.

June K. Phillips of the Tennessee Foreign Language Institute and
Eileen W. Glisan of Indiana University of Pennsylvania address the issue of
two levels of proficiency facing foreign language teachers in secondary
schools, On the one hand, teachers are concerned with the maintenance and
improvement of their own oral proficiency, on the other, they need to be
able to teach and test for proficiency in the classroom. The authors describe
the year-long program developed at Indiana University which includes:
Saturday Immersion sessions during the academic year; a summer institute
dealing with proficiency training and proficiency-oriented curriculum de-
sign; development of a specific project for implementation during the fol-
lowing academic year; and, evaluation and dissemination of project results.

Expanding on the theme of foreign language for business, Brigitte
D. Muller of Eastern Michigan University presents her two-semester se-
quence in scientific and technical French which complements the two-



semester sequence in French for business and economy. This sequence pre-
pares EMU students to take the examination for the Certificate in Scientific
and Technical French of the Chamber of Commerce and Industry of Paris,
Ronald Carl Cere, also of Eastern Michigan University, outlines the neces-
sary procedures in establishing a business Spanish course, describes his suc-
cessful model of a four-semester sequence, and provides useful sample syl-
labi and strategies. His program also affords students the opportunity to re-
ceive certification from the Chamber of Commerce of Madrid,

Richard Terry Mount, Joann Mc Ferran Mount and Aida Z. Top lin
of the University of North Carolina-Wilmington "make the case for video-
cassettes," They cite the practicality of videocassettes over films, offer vari-
mis uses emphasizing the importance of introduction, comprehension check
and follow-up activities, and akrt us to the various considerations in sdect-
ing materials and equipment.

The challenges to today's foreign language teacher are myriad, yet
the opportunities to meet these challenges arc abundant and within reach as
we continue to share ideas, keep abreast of the current thinking, debate the
efficacy of various mcthodologies, and learn new techniques and skills
through such meetings as the _joint SCOLT/ACTF1 conference. The quality
and diversity of the papers sekcted for this publication speak highly of the
scholarship, dedication and professionalism of our members.

Sincere appreciation is extended to the editors of thk volume, T.
Bruce Fryer and Frank W. Medley, Jr., of the University of South Carolina
for their superb work and devotion, to James S. Gates, SCOLT Executive
Secretary, and to Francis J. Dannerback, Chairman of the Department of
Foreign Languages and Literatures of the University of South Carolina, for
continued financial support in the design of the cover and the editing proc-
ess. This year marks the first with an expanded SCOLT Editorial Board.
Their excellent skills and knowledge of the field of foreign language educa-
tion have added great new dimensions to our publication. We look forward
to a continuation of the editorial board input and thank each of them per-
sonally for their cmitributions: Anthony Caprio and Dana Carton of Amer-
ican University, Thomas C. Cooper of the University of Georgia, Robert
DiDonato of Miatpi University of Ohio, Ernest Fresehette of Florida State
University, Vicki Galloway of the American Council on Teaching Foreign
Languages, Carl Johnson of the Texas Education Agency, Robert C. Lafay-
ette of I.ouisiana State University, Myriam Met of the Montgomery County
Public Schook, Gendle Morain of the University of Georgia, Alice Omaggio
of the University of Illinois, W. Hint Smith of Purdue University, and
Robert Terry of the University of Richmond.

Robin C. Snyder
1987 Chairperson, SCOLT
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1
The Symposium on the
Evaluation of Foreign
Language Proficiency:
Challenges to the Profession

Albert Valdman
Indiana Universit)

Introduction

The LTS-ACTFL Oral Proficiency Interview ((PI) has had a pro-
found impact on the foreign language (FL) teaching profession over the last
four or five years.' There is scarcely any area of the field that has not been
affected by this attempt to institute a national metric based on demonstrated
proficiency in a FL and, more importantly, to define achievement in lan-
guage instruction in terms of functional use rather than command of a spe-
cific body of material or, as Barbara Freed has put it, .lere "seat-time."

But what has come to be called the "Proficiency Movement" in-
volves much more than the development and dissemination of a particular
instrument for the evaluation of demonstrable functional use of a FL. At
the heart of the Movement are the ACTFL Guidelines which are viewed by
some of its proponents as a veritable blueprint for the planning and delivery
of FL, instruction at the high school and university level. The generic guide-
lines define global proficiency levels in terms of three sets of judgments:
(I) the ability to carry out certain functions using the target language, (2) the
ability to deal with certain topic or content units, (3) the ability to produce a
range of structural and discourse features with accuracy. Proponents of the
Proficiency Movement stress the experiential rather than hypothetical na-
ture of the Guidelines (Omaggio, p. 35), and they are confident that they
can be used to specify inventories of elements whose control will lead stu-
dents to attain specified levels of proficiency.



2 Albert Valdman

Because these guidelines and definitions represent
actual rather than hypothetical language production, teach-
ers can amend their expectations for students' iinguistic and
communicative development to conform to reality. The de-
scriptions should prove useful in designing language pro-
grams, in the sense that they outline general performance
criteria and specify the kinds of contexts and situations han-
dled with reasonable ease at each level of vmpetence. . . .

Once we have identified, at least in terms of general per-
formance criteria, what students have to know in order to
function at or beyond a given level of competence, we will
have conic a long way toward knowing what it is we have to
teach (Omaggio, p. 35).

There is general agreement that the Proficiency Movement launched
by ACM, has invigorated EL instruction and that is has had a beneficial
backwash effect on a variety of areas from teacher training to material de-
velopment and pedagogical procedures. Nonetheless several aspects of 0-.e
OPI and the Guidelines have elicited severe reservations on the part of FL
teaching methodologists and applied linguists who, like the proponents of
the Proficiency Movement, place a high priority on the acquisition of func-
tional skills by FL students. Unfortunately there has been little direct inter-
action between proponents of the Proficiency Movement and its critics. Yet
this interaction could be mutually profitable, for it would lead to urgently
needed research that would provide a firmer theoretical and empirical basis
for not only a national EL proficiency metric but also for attempts to link
levels of communicative ability in a FL to stages of acquisitional develop-
ment. It was precisely in order to initiate this type of interaction that a Sym-
posium on the Evaluation of El. Proficiency was held on the Bloomington
Campus of Indiana University, March 4-6, 1987. To lay the groundwork
for the Symposium, a workshop was organited in conjunction with the 1986
annual meeting of ACTH. in Dallas.

Based on the favorable reactions that followed the Workshop, ap-
proximately 30 American specialists of FL teaching methodology or applied
linguistics were invited to prepare reports to he distributed in advance or to
serve as discussants and resource persons at the Symposium.2 They were se-
lected from experts who have ir various ways been concerned with the de-
velopment of communicative ability in a El, and the assessment of that abili-
ty: (I) those involved in the development and the administration of the OPI
and the elaboration of the ACTFL Guidelines; (2) those involved in the

Ii



Albert Valdman 3

training and certification of OPI raters; (3) those involved in the elaboration
of communicatively-oriented curricula, syllabuses, teaching procedures, and
materials; (4) those involved in the observation and analysis of second lan-
guage learning. The participants represented a broad range of second and
foreign language teaching situations: the commonly taught languages
(French, German, and Spanish) and the major less commonly taught lan-
guages (Arabic, Chinese, Japanese, Indonesian, Russian, and Subsahara Af-
rican languages) in the United States; indigenous languages of the Americas
(including creoles); the less commonly taught languages of Europe; and the
teaching of English as a second language. In addition to the participants sev-
eral overseas observers were invited, especially from Western Europe where
FL teaching specialists have taken the lead in developing communicatively-
oriented programs and international schemes for the definition and assess-
ment of proficiency levels, for example the Threshold I.evel and the Niveau
Seuil. Invitations were also extended to a small number of representatives
from professional groups and federal agencies involved in research and de-
velopment in FL learning and in FL teaching.

The proceedings of the Symposium, containing all the position pa-
pers, discussant reports, and summaries of discussions are now available.2
In this report, I will attempt to focus on the reservations expressed about the
OPI and the Guidelines. I have selected four problem areas that were dis-
cussed at the Symposium: (1) the global nature of the OPI and related issues
of validity, reliability, and fairness; (2) the view of communicative interac-
tion inherent in the Guidelines; (3) the relationship between the DPI scales
and the Guidelines and the nature of FL acquisition; (4) practical problems
posed by the generalized used of the DPI. In the concluding section of this
report I will mention some research directions identified at the Symposium.

Issues

1. The global nature of the OPI

For Lyle Bachman the central question in evaluating the DPI and
the ACTFL-Interagency Language Roundtable (ILR) guidelines is whether
they constitute a valid measure of commufficative language proficiency, de-
fined as the ability to conduct culturally embedded verbal interaction with
speakers of the target language community. He answered in the negative be-
cause he believes the DPI confounds the competence to be measured with
the method of measurement. Developers of the DPI are confronted with a
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dilemma. They can aim for greater standardization and trade less content
validity for more reliability of scoring; or they can expand the range of sam-
ple tasks and trade closer approximation to real linguistic interaction for re-
duced reliability.

Bachman views communicative language ability not as a holistic
construct but one composed of three sets of constituent capabilities, each of
which should be evaluated separately and each of which makes different
predictions about an examinee's ability to perform specific communicative
tasks. The Functional Trisection, which developers of the OPI view as its
keystone, becomes for Bachrnan its chief liability, because the very use of
the same performance sample to simultaneously evaluate content, function,
and structural accuracy confuses test design with evaluation, content, and
method. He also underscores the limited view of the nature of communica-
tive proficiency reflected by evaluation guidelines that pay insufficient at-
tention to pragmatic and sociolinguistic considerations. Instead he proposes
a tripartite model in which linguistic structure, narrowly defined to encom-
pass phonology, morphosyntax, and lexicon, forms only one of the four
subcomponents of langauge competence. Bachman's scheme resembles the
widely used Cana le-Swain model in its stress on the rhetorical, pragmatic,
and sodolinguistic feature', of interactive verbal communication. It differs,
however, in that it isoir,es as a separate component control of motor skills,
grouped under psychophysiological competence, and distinguishes more
clearly between rules of language use, subsumed under pragmatic compe-
tence, and strategic competence. The latter identifies the ability to plan, exe-
cute, and assess socially embedded speech acts as a distinct and important
part of communicative language ability.

The componential approach also characterizes the proficiency eval-
uation model devised specifically for Arabic and African langauges by
Patrick Bennett and Ann Bierstecker. As is the case with Bachrnan's propos-
al, this scheme places greater emphasis on pragmatic and sociocultural as-
pects of verbal interactions than does the UPI.

Looking at the 01'1 from a narrower psychometric perspective Elana
Shohamy raked questions about its validity and reliability. She granted that
with extensive and continuous (underscoring mine) training of raters, accept-
able levels of interrater reliability may be attained. However, she listed other
types of reliability to which developers of the OP1 have not paid suffickmt
attention: test-retest reliability, parallel forms reliability, and interinter-
viewer reliability. Because the interviewer is an integral part of the test such
factors as imerviewer attitude, personality, and rapport with the individual
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being tested greatly influence results. Shohamy also stressed the narrow na-
ture of the range of interactional competence tapped by the OPI, and she re-
ported that a recent study she and her collaborators conducted showed only
moderate correlations between four different types of verbal interactions:
an interview, a role play, a reporting task, and a discussion. Observations
such as these have led the Israel Ministry of Education to abandon an oral
interview used for nearly twenty years in favor of a more varied scheme that
samples verbal performance in the aforementioned four types of interaction.
In addition, each part of the test is conducted by a dii ierent person.

Shohamy also mentions the need for applying criteria othr than a-

lidit±, and reliability: utility, accuracy, feasibility, and fairness. For example,
she points out that an important factor in the implementation of the OPI
test is its positive backwash effect on instruction, particularly demands for
higher levels of oral proficiency to be demonstrated by teachers and greater
stress on the development of oral skills. With respect to the criterion of fair-
ness, which Shohamy defines as insuring that a test be conducted legally,
ethically, and with regard to the welfare of the individuals tested as well as
others affected by test results, failure to slifficiently take it into a:t.:Olint
holds great potential risks in Our litigious society.

The potential legal problems raised by the use of the OPI for pur-
poses of establishing degree requirements and for teacher certification is pre-
cisely the issue addressed by Sally Magnan in her contribution. Referring to
recent court cases, she stressed the need to establish the content and instruc-
tional alidity of the test and its efficacy as a predictor of successful use of-
t he target language and teaching competence. -The link between proficiency
in the language taught and pedagogical effectiveness will prove particularly
difficult to establish in view of the In ultiplicit y ot objectives of general aca-
demic FI instruction and the vast array of knowledge and skills it demands
on the part of teachers. Magnan cited the disquieting juridical precedent cre-
ated by the 1979 case (Armstead versus Starkville Municipal Separate School
District) in which the Graduate Record Fxamination was found unconstitu-
ti(mal as a criterion for the hiring and retention of high school teachers be-
cause its constituent tasks could not be proven to be directly related to good
teaching. For these reasons, Magnan recommends that the use of the OP1 or
similar instruments for FL teacher certification should not be administered

degree granting institutions or employers of teacher,. but should he en-
usted instead to professional teacher organizations.

John Clark and Ray Clifford outlined a program of research that
ould validate and provide a firmer empirical base for the OPl and the



6 tki'aert Valdman

ACI-FI R guidelines. .they admit that, paradmically, the OPI falls con-
siderably short as a face- and content-valid measure of communicative inter-
action. 1 hey suggest research in\ olving the correlation of ()PI scores with a
wider variety of more face- and content-valid activities and With highly spe-
cific tasks in employment and language use settings. Clark and Clifford also
granted that the developers of the OPI must resolve problems on intra- and
interrater reliability, and they pointed out that another are a taat (.eserVes re-
scarch is that of the relative resistance of communicative ability to amnion.

2. The nature of communicative interaction

Even in their new revised form. the Guidelines stress structural ac-
curacy and functional adequaey to the detriment of sociolinguistic and dis-
course competence. In response to I leidi Byrnes' laudable attempt to incor-
porate these competences in the (WI scales, Claire Kr amsch identified three
weaknesses that make the OPI a less than adequate measure of what she
termed interactional competence and that doom to reductionism all attempts
to broaden the scope of rater judgments. First, because of the interactional
nat Lae oi communication, the rater, as a cooperative pail ner in the elicita-

tion of ratable samples, introuuces an uncontrollable variable. As Baclunan
pointed out this results in a serious eonf ounding ot test content and test
method. Second, basing the (iuidelines on specific nouns is incompatible
with the e%aluation of sociolinguistic competence w hich requires constant
shifting of norms in reaction to the ',uhtle changes ill the social situation that
ineitabk occur during communicatic inter action. I hird, Kramsch pointed
out the implicit sociocultural bias of a test that places a high premium on
comer sational managemcnt skills and deconte\tualiied linguistic features
associated t it h certain -cultural levels and social m oups I o eliminate these
shortcomings, she suggested replacing the discrete behat wrist ic object i es,
eharactet istic of ti aditional pracnce, with more abstract sociocultural con-
strUet s.

For Dale Lange one of the most serious problems for the implemen-
tation of the Guidelines is that level definitions related to the socio-cultural
context are relegated to the upper end of the OPI scale. As Claire Kramseh
(1986) has repeatedly stressed, genuine interactional competence, at any lev-

el, presupposes sociocultural knowledge.

Without it, students are at the mercy ot content
structure, of the words they hear or read, without being able
to recognize either the personal intentions or the cultural as-
sumptions behind the words (p. 368).
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The adaptation of the OPI and the Guidelines to the assessment of
proficiency in languages other than the commonly taught Western European
languages (one of the topics discussed at the Symposium) has heightened
our awareness of how cultural considerations powerfully determine the de-
gree of acceptable sociolinguistic deviance in learners' interlanguage. Unlike
the Western European languages in general, those of the Far East, for exam-
ple, require speakers to constantly situate themselves socially and choose ap-
propriate linguistic variants with respect to the status of their interlocutors.
It is clear that for such languages suitable guidelim$ must incorporate state-
ments about sociolinguistic competence at the lowest proficiency levels.

3. The relationship between the OPI scales and the Guidelines and the
nature of 11. learning

As Nina Garrett pointed out in her position paper on the role of
grammar in the Proficiency Movement:

The Guidelines as rating level descriptions were orig-
inally developed on the basis of experiential data, reflecting
the job-related requirements of the population being tested,
rather than on the basis of adult classroom second language
acquisition theory or theoretically motivated empirical re-
search.

She delineated two mutually exclusive positions concerning the place of
grammar in the OPI and the Guidelines: (I) relative levels of grammatical
accuracy and sequences for the use of specific grammatical features are de-
termined on the basis of experiential evidence, in which case no independent
validation (for example, on the basis of psycholinguistic evidence) is neces-
sary; or (2) such intiependent validation is used to legitimize claims about the
developmental order of grammatical features and specification of levels of
accuracy. Like several other Symposium participants, notably Dan Douglas
and Dale Lange, Nina Garrett stressed the priority of theory construction
and testing in determining the role of linguistic features in the acquisition of
functional skills. Douglas noted that, because of the complexity of verbal
communication, it cannot be claimed that the mastery of any set of linguis-
tic features corresponds to a given degree of communicative effectiveness.

Lange pointed out that a glaring flaw in the Guidelines is that their
experiential base consists of observations of adult learners. Extrapolating
from this base to classroom learning involving children, adolescents, and
young adults entails the assumption that FL learning processes remain con-
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star. across these various groups. I might add that another weakness in-
volves extrapolation from the specific-purpose instruction characteristic of
the various government agencies concerned with FL training and the funda-
mental instruction that forms the bulk of school and university FL teaching.

John de Jong, representing the Dutch agency for educational testing
(C110). suggested that at lower levels of proficiency, learners are more de-
pendent on structural featuces and that, consequently. at these levels test
might necd to be criterion-referenced and discrete-point. More advanced
learners have acquired sufficient strategic competence to compensate for
structural deficiencies, and their proficiency can be assessed on a single di-
mension. These facts would lead us to question whether an instrument origi-
mdly devised by FS! for evaluating a relatively high level of proficiency (S-3
on the FSI scale and Superior on the ACTH. scale) should be the model for
assessing the much lower levels of competence realistically attainable by aca-
demic learners.

Another moot issue in the evaluation of FL proficiency is the con-
struct of educated native speaker (ENS) speech, which constitutes the im-
plicit target norm in the ACTH. Guidelines and the expli -it one for the 1LR
ersion, In my own position paper, I argued that in classroom H. instruc-

tion, such a target is too restrict:Ye. and I provided as an alternative a multi-
t arget model of language variation according to which native speakers differ
N jib respect to a variety of norms and the degree to which they are influ-
enced by shared norms in particular social contexts. According to that model
the speech of native speakers also varies with regard to relative planning in
response to another set of social and contextual factors. I suggested that the
special social context represented by the EL classroom warrants the estab-
lishment of special pedagogical norms. Because it involves the presentation
in pedagogical materials of sociolinguistically stigmatized features, the no-
tion of pedagogical norm raises the thorny issue of accuracy and fossiliza-
tion. Sociolinguistic deviance is unavoidable in early-level interlanguage;
e en Teech targeted on ENSs may be deviant in certain social contexts. The
issue of the terminal 2 around which discussions about the importance of
grammatical accuracy have turned, will generate more heat than light until a
solid body of empirical observations can be addueed in support of the claim
that allowing learners to produce communicatively adequate but structurally
de% iant utterances inevitably leads to fossilization. Perhaps fossilization can
be reduced by a better mateh between communicative demands and linguis-
tic means available to learners. But instead of reducing functional demands
in the interest of more accurate grammatical expression I suggested that,

henever possible, the level of grammatical complexity be adjusted to the
learners' limited competence.
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4. Administrative and practical problems

The implementation of a national metric for the assessment of func-
tional ability in FLs poses numerous administrative and budgetary prob-
lems, Few institutions of higher learning, and even fewer school systems, are
equipped to administer a resource-intensive test of functional ability. What
is the most efficient administrative structure for training qualified testers
and validating training of individual teachers? Of course, the answers will
vary depending on the number of learners of a given language. Whereas
there are ten of thousands of learners of French, German and Spanish, only
a few dozen persons eaeh year attempt to acquire a functional ability in such
languages as Dutch, Haitian Creole, or Indonesian.

Another set of questions that must be answered concerns the various
uses of a national metric. At what levels of study (beginning, intermediate,
advanced) should learners be administered resource-intensive tests and for
what skills? Should a national metric be used for validation of foreign lan-
guage study at the secondary school level? For placement in university
courses? For university language requirements? For certification of lan-
guage majors or prospective secondary school teachers? For admission to
specialiied graduate school programs?

Nloie than Ike ye,u s after its introdudion at the high sehool and
unk shy leel the ( )PI is still not \\ idely used. Fhe somoh.0 trial nature of
the test resUlk in latge pail from the Inlilleilse logistic and financial piob-
lems posed by its \k idespread and masske use. Nonetheless o not c\koi 1 h
attempts h.ke been made to assess 1'1. learning by the use of a proficienc;
test. .Nn important part or the Symposimn On the 1:% althH ion or Foreign
I .anguage Prof ieienc %eic progress reports of the attempt to institute Ian
guage ptof iciency reqUireinents at the Lnk ersity ot l'ennsvkania and at the

Ink ersit \ of Minnesota,
l3;..r hat a heed de,,Litheti the F. \ shy of Penits\l ainds pioneenrie

adaptation in I9SI of a ariant of the 1.S1 test and II 1Z guidelines as a
plot ictency based c\lt icquitement iii f out th-semestei 1.1 eoutses. 1 he mut-

ative required a two-year preparatory period during hich adillinistratke
proeedui es v.ere ised, student fears allayed, suitable instf Unlents nnple-
mented. ulc.f appropriate cut-of loels determined. Although the intioduc,
Hon ot pioneieney-based oat requirements 11;ke not led to a demonstrable
iinproYement in student performaneL' after ty%o years of study, it has ilk igo-
rated the 1.1. programs and markedly improv ed articulation betN een lower-

ision courses bv prov 'ding long-term obit:Likes independent of specific
course content. Most importantly , it has shok ft that an ealuation instru
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ment such as the OPI that makes special demands for staff time and training
and that induces considerable student anxiety can indeed by integrated into
the curriculum of mid-sire university programs.

As was the case with the University of Pennsylvania program, the
University of Minnesota initiative described by Dale Lange v.'as motivated
by an educational policy decision to define achievement in FL study in terms
of demonstrable proficiency rather than time spent in study. The Minnesota
program is a holder experiment because it involves a redefinition of both en-
trance and graduation requirements in proficiency terms. A typical midwest-

ern state university, Minnesota has larger lower-division FL programs than
those of private institutions like the University of Pennsylvania. Also,
changes in the entrance requirements of public universities necessarily have
a backwash effect on local high school graduation requirements, and they
require close coordination between administrators and teachers at both lev-
els. These differences are reflected in the form of the test itself and also in
the guidelines that underlie the proficiency ratings and the levels of minimal
performance. As was the case for Barbara Freed, Dale I .ange did not adopt
the ACTH. Guidelines unquestioningly. On the contrary, he underscored
some of their shortcomings, particularly for the reading requirement, and
he recommended continued validation and revision. Ile concluded with a
thorough and eandid analysis of the problems that the implementation of
any integrated proficieney-based 121, program faces given the many inade-
quacies of prevalent teacher training, curriculum and syllabus design, mate-
rials Lie% elopment, and, most importantly, administrative practices in major
unik ersitv H. programs.

The exit proficiency levels set at the University of Pennsylvania and
at the University of Minnesota lead one to question the emphasis that the
Proficiency Movement places on developing a national metric for the assess-
ment of oral interaction skills for what I have termed basic, fundamental FL
instruction. At both institutions, the oral proficiency level is fixed at the In-
termediate Mid level which is defined in the old Generic Guidelines as the
ability to satisfy most survival needs and limited social demands in a manner
that is intelligible to native speakers used to dealing with foreigners (the re-
vised 1986 Guidelines are couched in somewhat different terms: the ability
to handle successfully a variety of uncomplicated, basic and communicative
tasks and social situations and to bc understood by sympathetic interlocu-
tors). At the University of Minnesota entrance oral proficiency levels are set

at the Novice High level which is defined in the I986 Generic Guidelines as
the ability to satisfy partially the requirements of basic communicative ex-
changes by relying heavily on learned utterances but occasionally expanding
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these through simple recombinations of their elements. Learners at the Nov-
ice High level will have difficulty being understood even by sympathetic in-
terlocutors. It is legitimate to ask what educational purpose is served by a
test designed to measure levels of attainment so low as to pose acute prob-
lems of reliability and, ultimately, of fairness.

The gain in oral interactive proficiency between entrance and exit
that the University of Minnesota testing program attempts to measure is rel-
atively meager. Such a testing program could meet the criterion of fairness
only if it could be demonstrated that the assessment met high standards of
reliability. However Barbara Freed pointed out that, although the Pennsyl-
vania proficiency test adheres to the guidelines .nd format of the 011, it is
administered and scored by teaching assistants who generally have not un-
dergone the rigorous training required for ACTH_ certification. Because the
University of Minnesota oral proficiency tests need to be administered to
hundreds of students, it takes the form of the ROPE (Recorded Oral Profi-
ciency Examination) rather than the standard OY*F., Although it is evaluated
in terms of the ILR guidelines, the ROPE (Lowe & Clifford) uses a stimulus
audiotape on which conversational questions of increasing complexity and
sophistication are asked by a native speaker. As is the case at the University
of Pennsylvania, the scoring is handled by relatively untrained graduate
teaching assistants rather than by certified teachers.

Protase Woodford emphasized the need for compromise in the gen-
eralization of a common metric. He pointed out that the University of Penn-
sylvania's pioneering initiative required setting standards below those needed
for students to reach the functional objectives selected. For instance, attain-
ment of the Advanced level in reading would scarcely be sufficient for the
analysis of a piece of literature. He suggested the elaboration of two sets of
scales. One set would provide teachers with detailed information for diag-
nostic purposes; a second set, couched in more general performance objec-
tives, would be addressed to users.

John Clark and Ray Clifford mentioned attempts by government
agencies to develop variants of the OPl that are less onerous to administer
and that measure linguistic skills other than interactional ability.

Conclusion

Without denigra nig the con,,idel able accomplishments rcsuhing
!tom the %arit)1,1s initiatkes undertaken by ACI1.1 , it is lair to say that
much remains to be done before the El. teaching profession hits at its dis-
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posal a common metric to measure proficiency in the functional use of lan-
guage in its various modalities that meets generally recognized canons of face
validity, reliability, and fairness and which, at the same time, is relatively
easy and economical to administer on a large scale. Even more remains to be
done before we can substantiate any claims about direct links between the
attainment of various levets of proficiency and stages in second language de-
velopment, on the one hand, or between specific levels of proficiency and
inventories of discrete linguistic, discourse, or sociohnguistic features that
need to be mastered, on the other hand.

In his perceptive synthesis of the Symposium G. Richard Tucker re-
marked tha, much of the controversy surrounding the adaptation of the
ACTFI. Guidelines and the (WI to what I have termed the fundamental FL
teaching programs of high schools and universities (the teaching of FL as
part of a liberal education) is attributable to an attempt to meet a variety of
incompatible objectives and to please a disparate clientele. He felt that prog-
ress in the development of more valid and reliable testing procedures re-
quired collaborative work in three areas. First, operational definitions of
basic terms such as "fluency", "accuracy", and even "proficiency" need to be
developed. Indeed, Pardee Lowe considered this to he the most important
challenge that the FL teaching profession must take on. Without precision
and common agreement in the use of basic terms, exchange of information
and constructive discusson are nigh impossible. Second, a proactive research
program for the validation of the OP1 and the Guidelines patterned on that
which has accompanied the development and the refinement of the TOFF1.
test needs to be instituted. I have indicated sonic suggested topics for a vigor-
ous program of research and development earlier in this report, but let me
mention several others: (1) comparing the scores of various proficiency tests
with actual performance in real world language use tasks; (2) submitting pro-
ficiency test scores to secondary analysis, for example, haying academic test-
ers score tests rated by government agencies raters and vice-versa; (3) deter-
mining to what extent the ability to make reliable OP1 rating remains con-
qant over time and exmining the relatk e resistance of various types of lin-
guistic feat ures to attrition and language loss; and (4) exploring which lin-
guistic features are Mure likely to trigger stereotypic reactions on the part of
natixe speakers or those who use test results. Finally, Tucker made a plea
for wider sharing of information, not only within this country hut on an in-
let nal ional basis.

At the symposium on the Evaluation of Foreign Language Profi-
ciency, a number of concerns about the direction taken by the development
of the OP1 surfaced. The Proficiency Movement is still in its incipient slage,
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Given many of the gaps in our understanding of the nature of FL proficiency
and of processes of FL learning, it seems hazardous to continue to focus on
stressing the evaluation of communicative interaction. It is also risky to in-
vest in developing the OPI to measure low-levels of proficiency. The amount
of interactional skills that can be developed in our short high school lan-
guage sequences or in elementary and intermediate university courses is too
small and too evanescent. It would be naive to assume that when they dis-
cover that the typical four year high school FL program will only develop the
ability to meet survival needs and limited social denrinds, students and ad-
ministrators will clamor for longer periods of study that can guarantee
meaningful communicative ability. On the contrary, such a realization may
erase current positive attitudes toward FL study or lead to a backlash against
emphasis on oral skills. It would be better to invest in developing proficiency
tests for those skills, such as listening comprehension and reading, where
more significant results can be shown after modest periods of study. Also,
these skills are more robust and less likely to be eroded than communicative
ability. Speaking proficiency could be evaluated by the various types of semi-
direct procedures described by John Clark and Ray Clifford, and the evalu-
ation should serve mainly diagnostic purposes.

More importantly, the limited means at our disposal should be mar-
shalled for the development of valid and reliable tests for the evaluation of
students who are learning FL's for specific purposes: undergraduate lan-
gauge majors, graduate students, and prospective teachers. Early indications
of foreign language education majors revealed that nearly half of those
tested ranged from Intermediate High to Novice High on the ACITI. scale
or I + to 0 + on the PSI scale. Alas, we must assume that this shocking state
of affairs may not have improved appreciably. Our first priority must he the
development of proficiency tests which specialists in testing and second lan-
guage learning believe to be sufficiently valid, reliable, and fair to be made
an integral part of the training of our F'. specialists, including those en-
trusted with the teaching of El.'s as a fundamental part of a general educa-
tion,

Notes

' 'The following positions papers were presented (discussant names
are listed after each paper): John L. D. Clark, Ray T. Clifford, "The ESI
ILR/ACITI. Proficiency Scales and 'Festing Techniques: Dev elopment,
Current Status, and Needed Research," .ludith Ii. Liskin-Gasparro. "The

A.
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ACTH_ Proficiency Guidelines; An UN., -,rt.,;" Lyle F. Bachman, "Problems
in Examining the Validity of the ACTFL Oral Proficiency Interview," (Sally
Magnan, Elana Shohamy); David Hip le, "The Extension of Language Pro-
ficiency Guidelines and Oral Proficiency Testing to the Less Commonly
Taught Languages," (Ron Walton, Sally S. Magnan, Patrick Bennett,
Ernest N. Mc Carus, Jos Nivette, David Singleton, Irene Thompson, John
U. Wolff); Dan Douglas, "Testing Listening Comprehension in the Corvext
of the ACTFL Proficiency Guidelines," (John H. A. L. de John, Harry L.
Gradman); Albert Valdman, "The Problem of the Target Model in
Proficiency-Oriented Foreign Language Instruction," (Pardee Lowe, Jr.,
John U. Wolff); Heidi Byrnes, "Features of Pragmatic and Sociolinguistic
Competence in the Oral Proficiency Interview," (Dell Hymes, Claire
Kramsch); Nina Garrett, "The Role of Grammar in the Development of
Communicative Ability," (Simon Belasco, Theodore V. Higgs); Susan M.
Gass, "L2 Vocabulary Acquisition," (James R. Child, Sharon Lapkin,
Susanne Carroll); Barbara F. Freed, "Issues in Establishing and Maintaining
a Language Proficiency Requirement;" Dale L. Lange, "Developing and Im-
plementing Proficiency Oriented Tests for a New Language Requirement at
the University of Minnesota: Issues and Problems for Implementing the
ACTFL/ETS/ILR Proficiency Guidelines," (Robert C. Lafayette, Sandra
Savignon, Protase Woodford); G. Richard Tucker, "Evaluation of Foreign
Language Proficiency: Synthesis."
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Conversion to a Proficiency
Oriented Curriculum at the
University Level
Carmen Villegas Rogers, William H. Heflin, John B. Romeiser
Universit) of Tennessee, Knoxville

Introduction

For some years now, foreign language teachers have professed a de-
sire to develop in their students the ability to communicate in the second lan-
guage beyond the confines of the classroom. Conference presentations, arti-
cles in profi'ssional journals, and in-service workshops have extolled the vir-
tues of one activity type over another, of one testing procedure over another,
of one set of materials over another. Yet in spite Of all the avowed interest in
making substantive changes, few have dared do much more than modify
random exercises, add an occasional "communicative activity" (when time
permits), and perhaps re-word the current set of Course Objectives so that
they incorporate more of the "buzz words" in vogue.

The result of these mostly cosmetic changes has peen that when
measures of functional ability are applied to students taught within a
traditionally-organized curriculum, all parties are embarrassed by the re-
sults! Clearly, the modifications need to he made at a much more elemental
level within the curriculum planning process itself. Yet, as someone once
observed, it is ". . , easia to move a cemetery than to revise a curriculum."

Several higher education institutions are activdy involved in imple-
rienting proficiency-oriented instruction in varying degrees. 'The University
of Minnesota, the University of Pennsylvania (Schulz, 1988), and the Uni-
versity of South Carolina (Medley, 1985) are restructuring their curricula in
an effort to develop proficiency in the four skills. Other institutions such as
Stanford University, the University of Florida, and the University of Illinois
are focusing primarily on the oral competencies of the students as a condi-
tion for satisfying foreign language requirements (Schulz, 1988). The De-
partment of Romance Languages at Howard University in Washington,
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D.C. has revised its traditional language program in order to provide its stu-
dents with more functional speaking ability at the elementary and intermedi-
ate levels (Camara-Norman, Davis and Wallace, 1987). While institutions
such as the University of South Carolina and the University of Tennessee in
Knoxville (UTK) began the process of conversion by setting goals and objec-
tives for first and second years, in other programs, such as the one in the De-
partment of French at Northwestern University, departmental goals and ob-
jectives were formulated concurrently with the initiation of proficiency-
oriented activities (Heilenman, 1987).

This paper deserity:s in some detail the approach which UTK fol-
lowed in re-orienting its beginning and intermediate French and Spanish
courses toward a more functional communicative emphasis. For some time
prior to the implementation of the project described, several faculty mem-
bers had discussed the possibility of incorporating more proficiency-
oriented elements into the elementary and intermediate programs. However,
lack of adequate information and experience, together with insufficient
time, had prevented any concerted action.

Preliminary Activities

ln 1986, the 'Tennessee Higher Fducation 0,mmission (THEC) re-
ceived a speeial appropriation from the state legislature for the purpose of
cneouraging efforts to improse undergraduate education throughout the
state's public post-secondary system. Academic departments were invited to
submit proposals for funds to support projects which would ultimately ben-
efit large numbers of undergt aduat es. Upon learning of this statewide effort
and the funds to support it, the Department of Romance Languages at UTK
submitted in July 1986, a proposal to initiate the planning and development
of a proficiency-based curriculum for its first and second-year programs in
French and Spanish.

The timing of the proposal 5as fortunate, in that the general atmos-
phere at the time was favorable for funding such a project. In the first place,
the College of 1. ibet al Arts had recently implemented a stronger foreign lan-
guage graduation requirement. Second, a new set of more stringent admis-
sion requirements for all Tennessee public colleges and universities had been
approved for implementation in Fall 1989. Among these admission require-
ments, which apply to all students, regardless of their collegiate academic
affiliation, is a requirement for at least two high school credits in a single
foreign language. Third, a strong and growing interest nationwide in
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proficiency-based foreign language education had caught the attention and
attracted the support of many Tennessee foreign language teachers, admin-
istrators, educational agencies, and professional groups.

Soon after being advised that the proposal was to be funded, the
Department of Romance Languages proceeded to make the necessary ar-
rangements for the participation of local faculty, and for the selection of
specialists who could serve as project consultants. The Department provided
released time for two faculty members from French, two others from Span-
ish, and the project director for the winter and spring quarters 1987. These
five persons formed the local project team whose assignment was to work
closely with the project consultants for the duration of the project, :Is well as
to provide leadership in subsequent development and implementation.

The consultants were selected on the basis of their knowledge and
experience in foreign language teaching and were on the UTK campus for a
total of 30 days each during the projeet period. Throughout their consulta-
tions, they provided invaluable leadership, expertise and practical assistance
to the local faculty team. They made special presentations to the total group
ia order to establish an understanding of basic principles and characteristics
of a proficiency-based program. In addition, they conducted work sessions
on the drafting of course goals and objectives, the identification of appropri-
ate teaching/learning activities, the review of sample print and non-print
teaching materials, the discussion of seleeted feadings in the professional lit-
erature, and the identification of resources related to the aims of the project.
On other occasions, they consulted with the memb,:rs of the local team, both
individually and by language groups, in respons, to special interests and
concerns which arose during the course of the project. Finally, they critiqued
the work which the local team did between their to UTK. In addition to
the long-term consultants, the Department was able to bring to campus four
other distinguished faculty members whose areas of specialization in culture,
textbook adaptation, and language media development were of particular
importance to the project.

To support the activities of the project, as well as subsequent work
in curriculum and test development, the Department of Romance Languages
acquired several items of basic audiovisual (A/V) equipment. With this
equipment, the project faculty has been able to preview a wide variety of
audio and videotaped materials as well as conduct and tape or I proficiency
interviews. It became increasingly evident during the project that this equip-
ment would be equally important for such future activities as training of
teaching assistants (TAs), previewing and selec,;n4 additional A/V materi-
als, and developing and testing functional ab;lity in the language.
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Because genuine proficiency-based programs ate still largely in the
conceptual stages, it became important for the local faculty to have access to
appropriate opportunities for specialized professional development. As part
of their work in thit, project, two local faculty attended workshops and be-
gan training that would lead to their certification as oral proficiency inter-
viewers and raters. In addition, one of these persons served as the depart-
mental representative to a national conference in New York, where she at-
tended several proficiency-related meetings and began to identify available
print and non-print teaching materials suitable for the orientation of the
project.

Details of the Project

Syllabus Design and Preparation

The bulk of ne effoft to date has been the preparation of the sylla-
bus based on specified goals and objectives. These statements of student out-
comes are reflected in the syllabus as well as in the contents of the courses.
During this stage, attention has been given primarily to building into the syl-
labus the time necessary for the students to practice the functions included
in the objectives. To be compatible with a proficiency orientation, sufficient
time should be allocated not only to formally present new material but also
to allow students ample opportunity to use it communicatively in class.
More important, the tasks to be carried out determine the lexical, grammati-
cal, and cultural points to be included. In other words, the lexicon, gram-
mar, and culture support the functions which the students are learning to
perform. This approach incorporates another principle critical to the sylla-
bus: the recycling or spiraling of functions and content areas. As the College
Board's Academic Preparation in I-'oreign Language points out, instead of
relegating one function to a single content it is important to combine and re-
combine functions and comexts at various points and in different ways dur-
ing instructional time (pp. 41-2). A simple structure such as yes/no ques-
tions in Spanish can be taught first to demonstrate the function of asking
questions. Later on, further into the textbook, the teacher can reintroduce
the same function of asking questions with a different structure (e.g.: inter-
rogatives) used in different contexts (a restaurant, a hotel, etc.) (Medley,
1985, p. 32).

In addition to including functions, contexts, grammar and lexicon in
the syllabus, practice in the four skills (speaking, listening, reading and writ-
ing) must be kept in mind as well as the cultural component. This results in
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fewer discrete point activities (i.e.: drilling subject pronouns) and more inte-
grated activities that involve more than one skill. One way to integrate sev-
eral skills into a meaningful context is to think of a main activity with one
skill in mind and then expand the activity to develop another skill. For exam-
ple, from a speaking activity such as a paired interview, the teacher can gen-
erate a writing exercise by having the students make a list of similarities or
differences between themselves and the person interviewed. Following this
activity, several students can be asked to read their lists to the class. As they
read, the others will be asked to listen carefully and identify two characteris-
tics that they have in common with the person reading. Finally, various stu-
dents will be asked to state the two similarities or differences that they share.
In this way, one skill serves as a springboard for the development of the
other three.

One way to illustrate the major changes involved in redesigning a
curriculum so that it reflects a more communicative emphasis is to compare
a typical traditional syllabus with one that is proficiency-oriented. In the tra-
ditional syllabus the textbook often dominates the content and sequence of
the syllabus, wh.ch is little more than a list of the textbook's table of con-
tents arranged chronologically. Moreover, since the context, lexicon and
structure are in many instances the main areas to be considered there is no
mention of the functions. (See Figure 1)

Heilenman and Kaplan (1984) explain that with this type of curricu-
lum it has been assumed that learning a foreign language equals learning that
language's structure and vocabulary. Furthermore, they add, curricula of
this type have form and not function as their real goal.

Figure 1
"Typical" Syllabus Design

Chapter Title Function Context/Content Vocab/Struetures ('ulture

At the restaurant Not specified food items nouns, partities typical
meals

Shopping Not specified clothing, colors noun'adj agteement
negative sentences

haute
cout ure

At the hotel Not specified hotels irreg erbs
numbers
nouns

types ot
hotels

The proficiency-oriented syllabus, on the other hand, begins with

the functions and adds appropriate (and authentic) contexts and the struc-
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tural, lexical and/or cultural items needed to carry out the functions. Thus
such as syllabus tends to reflect the outcomes of instruction in terms of stu-
dent performance and independent from the textbook. A proficiency-
oriented syllabus might appear as follows:

Figure 2
Proficiency-Oriented Syllabus Design

Chapter Title Function Coniem/Content VocabiStructures Culture

At the table ask questions at a restaurant nouns, partitives "Three star
at the table question formation restaurants"

expressions using Michelin
guide

Shopping describe market, stores nouniadj agreement bargaining
ask /answer expressions 'epartment
questions int errogat ives stores vs.

list market
negotiate

At the hotel give personal hotels irreg verbs types of
information expressions hotels
ask/answer numbers
questions

negotiate

Although both syllabi treat similar topics and sti uctures, the
proficiency-based one places greater emphasis on what the student will be
able to do communicatively with the language, rather than upon which
structures will be "presented." Subsequent assessments, therefore, will focus
more on functional uses of language (e.g. accepting/declining food) and less
on knowledge or manipulation of disct etc points of grammar (e.g. noun;
partitive's).

Preparation of the proficiency-based syllabus has been (and contin-
ues to he) the most time-consuming aspect of the project. First, broad goals
for the instruction were established, and then amplified with more specific
statements of objectives. Both the goals and objectives have been expressed
in terms of student outcomes, rather than as lists of material "to he pre-
sented." For the purposes of the )iloting phase of the project the faculty

4 )
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agreed upon the desired course goals. Appropriate materials have been se-
lected, including the textbook and ancillaries.

Selection of Main 'Tem

An essential resource in the preparation of a syllabus is the textbook.
A textbook oriented toward proficiency makes the teacher's job easier with
respect to preparation of syllabi, lesson plans, and additional materials.
First, the task of the instructor is simplified since a textbook of this nature
already contains some of the characteristics of a proficiency-oriented sylla-
bus such as: 1) the sequendng and spiraling of content and functions; 2) the
proper order of activities to achieve the objectives; 3) the functions that are
concurrent with the objectives stated; and 4) the constant use of authentic
language. Second, this type of text will assist in the lesson planning process,
because in each chapter the functions are described, a variety of activities is
suggested (listening comprehension exercises, drills, communicative activi-
ties, etc.) and the four skills and culture are included. Third, a textbook or-
ganized aroung function requires less use of additional materials since it is

compatible with the objectives stated for the course. In other words, the
more the textbook fits these objectives the fewer supplementary materials
will be needed to fill the gap between the textbook and the objectives.

Looking ahead to full implementation of the new syllabus, UTK has
been invited to pilot a set of materials being developed to enhance conmumi-
cative functions and to create authentic cultural contexts. .1' he materials are
expected to he of great help in Spanish since their contents and goals are
conguent with the new course organization, and the grammar is presented
to support these functions and not just to be learned for its own sake.

(ollection qf Supplementary Ataterials

In spite of the improved quality of' some textbooks in circulation or
under development, it is anticipated that there will be a need for supplemen-
tary materials. These resources are used in four ways: 1) to enrich, illustrate
or expand linguistic and cultural topics; 2) to bring current authentic materi-
als to the classroom and therefore provide more real language and genuine
situations from the target culture; 3) to avoid total dependency on the text-
book; and 4) to provide change of pace and variety of techniques in the
classroom. For example, if there is a lexical or cultural unit about sports, it
would be appropriate to follow up with video or audiotaped materials such
as a television or radio segment taken from the sportscast. By consulting a
broadcast schedule several days in advance, the materials can be pre-
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recorded and ready for use when needed. When the segment is used in class,
the students have the opportunity to hear the language they are learning
(i.e., vocabulary, structures) being used in a "live" situation and in an au-
thentic cultural context. Such activities tend to strengthen the attitude that
the language they are learning is related to a "real" world and that it is actu-
ally used for the purpose of communication!

The collection of permanent materials at UTK has grown to include
a number of commercially made videos such as France from Within, The
French Way, 97 Publicites televisees, Papa Poule, etc. as well as other mate-
rials in Spanish recorded for classroom use (see Appendix). As for audio-
taped materials, the Champs Elysees series and some recordings from His-
panic and French Canadian radio stations in the USA are being added to the
collection. Finally, the Department has printed materials that range from
journals and newspapers to realia items such as menus, greeting cards, etc.
Following the recommendations of the media consultants, a language learn-
ing resource center is being considered to enhance the use of AN materials.
Additional acquisitions, lab facilities and personnel will be required to trans-
form the traditional language lab into a multipurpose langauge learning
resource center with multi-media capabilities.

Preparation of TAs

As in many language departments, most of the first and second-year
classes arc taught by graduate teaching assistants. When the proficiency-
oriented curriculum is implemented, it will become imperative to prepare
them to incorporate a more communicative approach into their teaching
styles. Toward this end, short workshops have been offered in order to fa-
miliarize teaching assistants with proficiency principles. Furthermore, the re-
quired methods course incorporates a much stronger proficiency orientation
then in previous years since its professor has become more conversant with
proficiency through the Oral Proficiency Testing workshop and active par-
ticipation is the project mentioned herein. TAs are expected to begin a grad-
ual preparation by observing classes taught by the faculty involved in the
project. Similarly, they will be provided with lesson plans which will serve as
guides for their teaching and as models for development of additional lesson
plans. Under the direction of faculty working with the proficiency-oriented
classes, the TAs will help expand the collection of materials including picture
tiles, video audio recordings of authentic materials, and will create semi-
authentic materials. As part of the preparation stage for TAs, they will he
familiarized with the Oral Proficiency Interview techniques employed by
senior faculty in assessing students' speaking skills.
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Expansion of the Pilot Project

As for the faculty members in the department, their integration into
the proficiency-oriented program, based on the results of the pilot study,
will be voluntary and gradual. Those professors and instructors who are
willing to participate in the pilot classes will begin working with the new
syllabus in the winter of 1988. At that time, a semi-intensive course in Span-
ish will be offered in order to accommodate students who vefer to complete
their first year of language in one quarter. These students meet for nine class
hours a week as follows: two hours a day on Mondays, Wednesdays and
Fridays, and one and a half hours a day on Tuesdays and Thursdays. They
are taught by a team of professors who work very closely with the coordina-
tor of the program.

The incorporation of a proficiency-oriented curriculum into the
semi-intensive program offers several advantages. First, students in the in-
tensive program have more weekly exposure to the language than those in
regular classes who only have three contact hours a week. Second, since the
syllabus is independent from the one in the year-long program, changes can
be made in the experimental program without altering the regular first-year
classes. Third, the relatively low enrollment, which is purposely maintained,
becomes advantageous in that small classes are more suitable for a language
program whose goals are functional.

Principal Outcomes of the Project

After one year of the project, the faculty members who have been
involved recognize eight major benefits accruing to the Department and the
University. The following summary describes these advantages:

1. The local faculty team members have increased their
knowledge and understanding of proficiency-based for-
eign language programs as well as the particular oppor-
tunities and problems associated with their development
and implementation. Moreover, several professors not
involved in the project have already begun using selected
proficiency-based materials and activities in their first
and/or second year classes.

2. In terms of faculty collaboration in rethinking funda-
mental assumptions of the lower-level undergraduate
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language program, it should be clear by now that the de-
velopment of substantive goals and objectives based on
the proficiency principles requires considerable thought
and a disregarding of numerous preconceived notions.
Instead of merely tinkering with the syllabus or ordering
a new text in response to specific objections or a perva-
sive sense of lassitude with the status quo, the project
faculty were compelled to develop a new curriculum
from serateh. One of the major advantages of this proc-
ess was that it placed a renewed emphasis on undergrad-
uate language programs. Heretofore, the general im-
pression was that the first and second-year French and
Spanish sequence was the exclusive domain of graduate
teaching assistants and their supervisors. Such an atti-
tude was unfortunate in that it tended to relegate this
numerically (in terms of student enrollment) important
part of the Department's teaching mission to inferior
status, despite the fact that almost all the faculty were
teaching at least one or Iwo courses annually at that
level.

3. 1 he opportunity to enrich the Department's collection
of audio and xideo-based materials, as well as the neces-
sary equipment for classroom playback, was another
important by)roduct of the Undergraduate Excellence
Project. In acquiring taped material, special emphasis
was placed on its "authentiC nature. In purchasing hard-
ware such as VCR's, audio recorders, cameras, sound
mixers, and portable PA systems, attention was given to
their appropriateness for enhancing the goals and objec-
tives under development for the academic program. As
classes are often taught in rather far-flung places on a
lam ge campus, there was a special eoncern about porta-
bility and durability of equipment. Although slow at
first to respond to the sudden windfall of hardware and
software, department faculty are increasingly enthusias-
tic aboilt incorporating the various non-prim media into
their classes.

4. Another consequence of the project had important im-
plications for the community. For the first time in some
years, gi aduatelevel courses specifically intended for
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hig.i school foreign langauge teachers were created. Two
courses were offered as two-week long workshops, and
all discussion was conducted in the target languages of
French and Spanish. The course in French stressed the
ufility of full-length French films on video for teaching
language skills and culture in the secondary school class-
room. The Spanish course, taking a slightly different
track, focused on using authentic materials, particularly
Spanish-langauge satellite and radio broadcasts, at fir.:
high school level, Both courses were well-subscribed,
and the response was so enthusiastic that there is now a
likelihood that they will be offered every summer, per-
haps with slight variations in theme.

5. Faculty development was enhanced in two ways. First,
the local project team, as well as the faculty at large on
one or two occasions, had the opportunity to work
closely with highly-qualified consultant fireign language
educators. As was noted earlier, this close cooperation
infused the faculty with new energy, ideas, and commit-
ment . Other important aspects included grant-supported
opportunities to attend and participate at such national
meetings as ACTH., the Northeast Conference, and
CALICO. In addition, two members of the LITK team
received oral proficiency tester training and will soon be
certified to conduct the ACTFL oral interviews in
French and Spanish. The Department's rather limited
operating budget woulj never have allowed fm such op-
portunities under normal circumstances.

6. A final benefit relates to the larger dimension of dissem-
ination. Although the project is still in the early stages of
sharing its findings with an external audience, it is safe
to say that it is making an impact on foreign language
teaching in the state of Tennessee. Through the medium
of local and state meetings, in-service programs, and
new organizations like the Tennessee School-College
Collaborative, the Tennessee Foreign Laaguage Insti-
tute, and the Tennessee Association of Departments of
Foreign Languages, the undergraduate project for pro-
ficiency is being studied and evaluated at both the sec-
ondary and postsecondary levels. Increased interest in
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articulation and outcomes assessment may ultimately
lead in the next few years to an endorsement of the goals
and objectives defiLed for the program by the State De-
partment of Education, the University of Tennessee sys-
tem, and State Board of Regents four-year institutions.
A vigorous campaign to disseminate, discuss, and de-
bate the principles adopted will almost certainly benefit
the foreign language teaching profession. The next stage
of the project is to develop appropriate testing instru-
ments to measure student progress. Gradual implemen-
tation of curriculum and testing are therefore watch-
words and keys to future success.

7. Provisional curriculum goals, objectives and representa-
tive teaching/learning activities have been developed for
elementary French and Spanish in the areas of Listening,
Reading, Speaking and Writing. Similar goals for inter-
mediate French and Spanish are nearly completai
Thest "oals and objectives are subject to change, as ex-
perience, increased knowledge, and other pertinent fac-
tors may dictate,

8. The goals of this project are in substantial accord with
those of the foreign language recommendations of the
College Board's Project Equality, This has already stim-
ulated an exchange of ideas between the project team at
UTK and private and public school foreign language
teachers throughout Tennessee. Furthermore, many
area middle and secondary school foreign language
teachers have become acquainted with UTK activities
through a local foreign language collaborative, the Alli-
ance for Better Language Education (ABLE). Finally, a
presentation on the project was recently made at a con-
ference on academic challenges in math, science and for-
eign languages, sponsored by the Tennessee Department
of Education. The result of these and similar a.:!ivities
projected for the future should be ;. closer working rela-
tionship between high school and university foreign lan-
guage faculty, as well as improved articulation between
their respective programs.
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Conclusion

It is important to mention briefly what the Department perceives as
ideal in order to complete the implementation of this type of curriculum.
First of all, budgetary support must be available for continued faculty devel-
opment, which will include more familiarization workshops that will enable
the project faculty to communicate these principles to our colleagues when
the time comes for total conversion to a proficiency-oriented curriculum.
Second, released time has to be granted to at least one faculty member in
each language in order to prepare and collect materials necessary for the ef-
fective teaching of authentic language. Third, UTK needs to provide a for-
eign language media center that is properly equipped and readily accessible
to students.

The profession hasn't seen heady times like these since the early six-
ties. We are living in an age in which the enthusiasm for proficiency in for-
eign langauge !caching is contagious. Moreover, there is a consensus among
most teachers on the need for functional language use. If this common inter-
est is sustained with sufficient moral and financial support, there is a real
potential for making significant changes in U.S. foreign language learning.

3ibliography

Academic Preparation in Foreign Language: Teaching jOr Transition from
High School to College. New York: College Entrance Examination
Board, 1986.

Camara-Norman Filisha, James Davis and Karen Srnyley Wallace. "Re-
structuring a Traditional Foreign Language Program for Oral Pro-
ficiency," 11-21 in T. Bruce Fryer and Frank W. Medley, Jr. eds.,
Planning for Proficiency. Dimension: Language '86. Atlanta, Cia.:
Southern Conference on Language Teaching, 1987.

Heilenman, Laura K. Personal communication. March, 1987.
, and Isabelle Kaplan. "Proficiency in Practice: The

Foreign Language Curriculum," 55-78 in Charles James, ed., For-
eign Language Proficiency in the Classroom and Beyond. ACTH.
Foreign Language Education Series, vol. 16. Lincolnwood, 111.: Na-
tional Textbook, 1985.



28 Rogers, Heflin, and Romeiser

Medley, Frank W., Jr. "Designing the Proficiency-Based Curriculum," 13-
4.0 in Alice Omaggio, cd., Proficiency, Curriculum, Articulation:
The Ties that Bind. Middlebury, Vt.: Northeast Conference, 1985.

Schulz, Renate A. "Proficiency-Based Foreign Language Requirements: A
Plan for Action." ADEL Bulletin 19 (Jan., 88): 24-28.

Appendix

Chumps Elysees. Champs Elysees, Inc., Edna Green, President, 1986-7.
2(XX) Glen Echo Rd., Suite 205, Nashville, TN 37215.

France from Within. Bernard Petit Video Productions. Boston, Mass.:
Heinle & Heinle Publishers Inc., 1985.

97 Publicit& 7Wevisees pour Decouvrir Ia Langue et la Civilisation Fran-
caises. Paris: Hacheue, 1983.

Papa Poule. Created and produced by Alice Slaton, 1987. Lavie, 3875 Tele-
graph Rd. #198. Ventura CA 93(X)3.

The French Way. Bernard Petit Video Productions. Boston, Mass: Heinle &
Heinle Publishers, inc., 1986.



3
Dispelling Students' Fears and
Misconceptions about Foreign
Language Study:
The Foreign Language Anxiety Workshop
at The Defense Language Institute

Christine M. Campbell and Jose Orli/
The Defense Language Institute

Introductior

A Strwegy lOr Excellence (1986), the policy publication of The De-
fense Language Institute (D11), affirms that "(t)hc academic environment
(at DI1) shall encourage controlled instructional experimentation or re-
search" (p. 1). Reacting to the fundamental interest of 1)11 to promote
research intra muros, the authors created a three-hour "Foreign Language
Anxiety Workshop" that all beginning students in the departments of (;er-
man, Korean, Spanish, and Russian at The Defense Language Institute
(DLI), San Francisco, attend before entering their first class. The workshop
was created to prepare students better psychologically for the experience of
learning a foreign language in an intensive program.

The workshop, an activity in which all incoming students in 1)1.1,
San Francisco, now participate includes:

attitudinal survey constructed by the researchers Sur-
vey of /tub udes Specific 10 Oh' Foreign Language Clas.s-
room (SA SITC) to assess the effect of the workshop.
The survey, with a 5-point Liken Scale of 1 strongly
agree and 5 strongly disagree, contains eleven items
about foreign language anxiety and five items about the
common myths of foreign langauge learning (e.g.. It is
necessary to have a special "ear" in order to learn a for-
eign language well.). It is distributed several times in the
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six-month (Spanish), eight-month (German), or ten-
month (Korean, Russian) program;

2. discussion about a questionnaire based on Paul
Pimsleur's renowned text How to Learn a Foreign Lan-
guage (1980). The questionnaire is entitled "The Myths
and the Realities of Foreign Language Learning";

3. information on learning strategies specific to foreign
language study;

4. exercise to develop confidence;
5, exercise to aid in coping with frustration;
6. discussion of the characteristics of the ideal foreign lan-

guage learner.

The workshop, in addition to benefiting the individual student, helps to
transform a disparate group of individuals, who will be sharing both class-
rooms and housing for six-months or more, into a cohesive community of
language learners.

Background: The Topk in the Professional Literature

Research investigating aspects of the affective domain by Lambert
et al (1%1), Pirnsteur et al (1962, 1964), Kelly (1965), Savignon (1972), and
Brewster (1972) primarily focused on the issues of motivation in foreign lan-
guage learners and their attitudes towards members of the target language
community. The topic of anxiety as specifically related to foreign language
study has been studied; however, the research results have been mixed. In
Tmvard a Phi lasvphy Secynd Language Learning and Teaching, Chastain
(1980) laments the "lack of consistent research evidence" (p. 23) on the role
of anxiety, personality (e.g., reserved versus outgoing personality types),
and creativity in the foreign language classroom.

Scovel (1978) provides a comprehensive review of anxiety research
in foreign language learning in the 70s and addresses the issue of seemingly
contradictory research results in his article "The Effect of Affect on Foreign
Language Learning: A Review of the Anxiety Research." lie points out that
studies by Swain and Burnaby (1976), 'Tucker, Hamayan, and Genesee
(1976), Chastain (1975), Backman (1976), and Kleinmann (1977) reveal in-
complete and complete correlations between anxiety and measures of lan-
guage proficiency. For example, in their research with English-speaking
French immersion children, Swain and Burnaby found a negative correlation
between anxiety and one measure of the children's proficiency in French; en-
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riously, there were no otlwr significant correlations with any of the other
proficiency measures used. The work by Tucker et al revealed that anxiety
correlated with only one of four measures of French proficiency. Backman
found that her study subjects, the two worst Spanish-speaking ESL students,
received, respectively, th, `lighest and the lowest score on an anxiety meas-
ure. Chastain's research showed the negative and positive effects of test anx-
Wty. In the former case (a correlational analysis), there was a significant neg-
ative correlai.on between test anxiety and final course grade for university
students in a beginning French class using the audio-lingual method. In the
latter case (a regression analysis), test anxiety correlated positively with the
final course grade for university students in a beginning Spanish class using
the "regular" method. Here, test anxiety constituted a significant predictor
factor for the final course grade in Spanish.

In his article, Scovel emphasizes the important distinction made by
Kleinmann between "facilitating" and "debilitating" anxiety (p. 105 in Klein-
mann) and insists that making this distinction can clarify ambiguous experi-
mental results. Hypothesizing that a foreigner learning English would avoid
most frequently those English structures (e.g., infinitive complements, di-
rect object pronouns, the passive voice, etc.) which contrasted most with the
foreigner's native language structures, Kleinmann studied the English output
of Arabic and Spanish students using a variety of tests, ultimately confirm-
ing his hypothesis. He also hypothesized that facilitating anxiety would en-
courage a learner to use those English structures most frequently avoided by
members of the learner's native language group. Kleinmann confirmed this
second, hypothesis, finding that Arabic and Spanish students who received
high scores on measures of facilitating anxiety (e.g., "Nervousness while us-
ing English helps me do better") used more complicated English structures
than their native peers.

In the 80s, Young (1986) has investigated the relationship between
anxiety and foreign language oral proficiency ratings, finding significant
negative correlations between anxiety and the ACM. Oral Proficiency In-
terview (ACM_ OPI, to be distinguished from the Interagency Language
Roundtable OPI). However, the correlations were no longer significant
after the effects of foreign language ahlity were taken into account. As
Young explains: "(0)nce the effect of an individual's language proficiency
was accounted fc.,1 oral performance no longer decreased as anxiety in-
creased" (p. 439). Steinberg and Horwitz (1986) examined the effect of in-
duced anxiety on the content of oral descriptions in the target language
about stimulus pictures. The researchers found that subjects involved in a
treatment especially designed to increase their anxiety by making them feel
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"on the spot" (as Steinberg and Horwitz put it) describe visual stimuli less in-
terpretively, i.e, with fewer projective references te events not actually
shown in the pictures, than do subjects in a non-threatening, relaxed setting,

"The Support Group for Foreign Language Learning"
at the University of Texas, Austin

Horwitz, Horwitz, and C7ope (1986) did further research in anxiety
in the foreign language classroom in 1983 with beginning foreign language
students at the Unive, sity of Texas. After determining through a survey that
a number of the students who were to start a foreign language course in the
summer session of 1983 expressed interest in a "Support Group for Foreign
Language Learning," they organized a series of discussion sessions which
met twice weekly for the summer term. Working with two groups of fifteen
students each, Horwitz et al provided information in effective learning
strategies, exercises in anxiety management, and discussion on the difficul-
ties and rewards of foreign language learning, The researchers developed an
anxiety measure, the Foreign Language Classroom Anxiety Scale (FLCAS),
which was administered to the students in the third week of the semester. Re-
sults revealed that in the majority of items about foreign language anxiety
(nineteen of thirty-three items), a third or more of the students indicated
that they suffered from foreign language anxiety; in seven times, over one-
half indicated th:: same reaction. Horwitz (1986) has recently made the five
items from the French Class Anxiety Scale created by Gardner, Clement,
Smythe, & Smythe (1979) generic and added them to the item pool for the
FLCAS. Horwitz' latest results support the reliability and validity of the
FLCAS. "The project begun at 1)1.1, San Francisco, though similar in intent,
differs substantially in research format.

Purpose and Rationale for the Foreign Language
Anxiety Workshop

The aim of the researchers was to determine whether the three-hour
workshop would have a statistically significant effect on student attitudes,
specifically, anxiety about foreign langauge study in the classroom setting.
The researchers assessed the lasting effect of the workshop through an in-
strument created by the authorsSurvey ot A uitudes Specific Iv au, Foreign
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Language Ciasroorn (S.4 SFL.C) whico \N as distributed two weeks alter the
workshop. (A panel of one statistician, Ora: foreign language measurement
expert, and one foreign language instructor well-versed in testing judged the
validity of the S.,ISFL.C. A construct validation project is currently under-
way.) The research schedule was as follows:

Day 1: Survey 1 administration (to determine anxiet
level prior to beginning the cow se); workshop for ex-
rwimental group/registration tor toe control group;
start of course;

2. Day 14: Survey 2 administration (to d 1eternUne \soil
shop eftect);

3. Course Midpoint; Sui vey 3 administration;
4. Course End: Smvey 4 administration. (All four surves

cre identlCal in content; only the ordering of the items
varied.)

After examining the final outcome ot the statistical analyse, (which
are discussed in detail in "Results" below), the authors realrred that the effect
of the intensive foreign language eourse itself most likely confounded the ef-
tect ot the treatment (here, the workshop). Fxpressed differently, the nature
of the course itself, not the workshop, could be responsible for increasing or
decreasing student anxiety levels. Therefore, it is difficult, if not impossible,
to attempt to distinguish the effect of the workshop from the effect of the
eourse on the learner's anxiety le\ el. To be able to more accurately determine
workshop et feet, the workshop should be given, as in the DI..1 study, before
the course begins; noel theless, Survey 2 should also be distributed before
the start of the Course so as to eliminate Course effect as a Confounding vari-
able. The authors could not arrange this, how ev er, due to administrative ob-
stacles.

As the researchers were ako intei est ed in examining any changes in
anxiety level thr oughout the six, eight, and ten-month intensive course, they
administered the .S.,ISH.0 at Course midpoint and at course end

Method

Subjects

The subjects are briefly described in the "Inn oduetion" abo%e. 'The
nlajority are high-school graduates between 18 and 21 years of age who have
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scored well in the Deknse Language Am. twit' &IWO' (M..-1B), a standard-
iled measure of aptitude for foreign language learning. After arrkal at DI.1,
the subjects in each language group were then di ided into an experimental
group (with workshop) and a control group (wit how workshop) via ran-
domized selection. One-hundred seventy-nine students participated in the
project (20-Spanish, 6$-Russian, 66-German, 28-Korean) from fk c subse-
quent inputs of students to DI I in April, Nla , Juk, August, and September
1987. Subjects from all four languages . ere equally distributed by language
in both the experimental and control groups. Students fluent in a foreign
language or with more than one college semester of foreign language were
eliminated from the study. In order to check for homogeneity between the
experimental and the control groups regarding aptitude t'or foreign language
learning, a t test was performed using the subjects' ',cores from the 1)1..-1B.
The results of the t test showed no significant differences in the pooled

B scores between the experimental and the control group (t .499,

p .6183). (See Table 1.)

Table 1. Averages For Each Dependent Variable, 11 Treatment

With
Workshop

Without
Workshop

DLAR 101.2 102.3 t .499

Scores (99) (78) p .6183

Dependent Variables

Survey 1 37.4 37.9 t .4099

(1(X)) (79) p .6824

Survey 2 37.1 36,9 t .1697

(98) (75) p .8655

Survey 3 41.7 40.4 t .4165

(23) (16) p .6794

NOTE: Th number in parentheses is the sample size.

In order to check further for homogeneity between the experimental
and the control groups, a t test was performed using the subjects' responses
in Survey 1 in order to assess student anxiety levels about foreign language
study in the classroom prior to the workshop and the start of the course.
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The results revealed no significant ferences between the everimental and
the control gioups (t .4099, p (824). (See Table 1.)

Ataienals

The inaterials describLd in the introduction were piloted with three
erent groups of students in ihree orkshops bet ore dialling the final

,.ersion of the stir\ cy and eereises. (Copies of the materials are available
from the author s upon reque\t.)

PrOCedill'eS

Alter arr i al at 1)1.1, Sun ..raneiseo, cad) group of students was first
ided by language group and then randomly assigned to either the eperi-

mental ot control group. Roth groups took the first survey atm learning
from researchers that:

1. the aim of the survey \as to better the esisting teaching:
learning program at 1)1 I;

2. strict confidentiality would be maintained as only the
Iwo researchers and a statistician would see their an-
swers;

1. honesty in answering was odiemely important.

1 he esperimental group then paincipated in the three-hour work
shop; the eoni ol group completed the mihtary registration process for new
students. rhe students in the c\pet imental group were informed that the
Vorkshop was a routine activity or ganiied for ineonling students. Immedi-
at... al ter the w or kshop, all the students in both gioups begun the intenske
foreign language eourse in then respect ie language.

I V O \\ ecks atter the workshop. a;ter IWO lull \,eeks of couNe \sork,
the students in both groups took thr Sut ey 2. At midpoint in the course
and at the end of the corn se (one mom h before the f inal comprehensive pro-
ticiencv esannnation), sptidents in both groups took the third and fourth
stir\ k.". s, I Opell

Below . I he I 0,C;it Lii forniate

Day

Day 14
( our se midpoint
COW se end

Uroup I (e\perimental) (noup 2 (contl 01)
sin vev.: workshop
sIll Sc
UtSc

stir\ Cy

sIlls

stirs ev
sur5e%
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Concerning controlling for met hodological, instructor, and time dif-
t erences, as all instructors at DI.I moil and graduate from a uniform meth-
ods course that the Division of Faculty:Staff Development coordinates, it
can he assumed that all instructors protess and practice a proficiency-
oriented teaching philosophy aimed at maximizing communicative compe-
tence. In this sense, a basic homogeneity of methodology can be assumed.
Regarding inst luLl or and time differences, the current team-teaching system
at DI 1 provides tor the matching of one tearn of four or five instructors
W it h each new language course. 1 he team teaches the entire course which
can last six, eight, or ten months according to language. rhus, it can be as-
sumed that the instructor variable (here, defined as a team) for a given
L'OtIrse remains constant, as does the course length according to language.

Results

I he iesults arc:

. In ler ins of the treatment (here, the workshop), there
Were no statistically significant results between the ex-
perimental and the control group as shown in a t test
performed on the results from Survey 2 (1 .1697,
p .8655). (See Table I.)

2. In terms of the treatment (here, the workshop), there
were no statistically significant results between the ex-
perimental and the eontrol group as shown in a t test
performed on the results from Survey 3 (1 .4165,
p .6794). (See Table 1.)

3. Using Cronbach's alpha coefficient, reliability analysis
for internal consistency in the SASF1.0 was .90 for the
eleven items in the survey that deal directly with foreign
language anxiety.

4. Pooled percentages in Survey I (administered prior to
the start of the workshop and the course in order to as-
sess student anxiety levels about foreign language study
in the classroom) revealed that anxiety afflicts appr,xi-
mately one-fourth of the students when speaking, ap-
proximately one-third when listening, and approximately
one-sixth when writing and reading. (See Table 2.)
Pooled percentages in Survey 2 (administered two weeks
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after the workshop and the start of the course in order to
assess lasting workshop effects) revealed that anxiety af-
flicts approximately one-third to one-half of the students
when speaking, approximately one-half when listening,
and approximately one-fifth when writing and reading,
(See Table 2.)

6. Pooled percentages in Survey 3 (administered half-way
through the course) revealed a reduction in anxiety.

7. Pooled percentages in Survey 4 showed no anxiety level.

Discussion

The results reveal that the lack of statistically significant differences
between the experimental (with workshop) and control (without workshop)
groups in terms of the treatment could be due to the confounding effect of
the course itself. Future research will schedule Survey 1, the workshop, and
St.rvey 2 before the start of the course so as to discern more accurately work-
shop effect.

Although there were no significant differences between the experi-
mental and the control groups, pooled percentages in Survey I reveal discon-
certing levels of anxiety in incoming students prior to the start of workshop
and the course itself: approximately one-third suffer from anxiety when lis-
tening and one-fourth suffer from anxiety when speaking. Pooled percent-
ages in Survey 2 show increased anxiety in students after the start of the
course: approximately one-half suffer from anxiety when listening and one-
third to one-half when speaking. Regarding writing and reading, approxi-
mately one-sixth of the students feel anxiety in Survey 1 and one-fifth in
Sul vey 2.

The decrease in anxiety in Survey 3 and the absence of anxiety in
Survey 4 indicate that students are aware of a general tendency at DIA to re-
tain students in a course once the half-way point is reached. Prior to course
midpoint, students can be asked to leave a program because of low grades.

The results are consistent with findings in the study by Horwitz,
Horwitz, and Cope (1986) in which over one-third of the students suryeyed
in the ELt'AS indicated in the majority of items about foreign language anx-
iety (nineteen of thirty-three items) that they experienced foreign language
anxiety; over one-half of the students indicated the same in seven items.

These results suggest that anxiety in the foreign language classroom
is a very real issue with important consequences for the classroom, testing,



Table 2. Percentages Of Strongly Agree and Agree

Survey 1 Survey 2
(Course beginning) (2 wks. later)

3. I fear making a mistake when I speak in a

Survey 3 Surve 4
(course midpoint) (course end)

FL in a classroom setting. 26 (vo 340,'0 1900 00'0

4. I become anxious when I am being spoken
to in a FL in a classroom setting. 41"Ai 18°/0 00.0

5. I fear failing this course. 45('Ai 56010 I Iro 0° '0

7. I become anxious when 1 am asked to write
in a FL in a classroom setting. 140'0 17010 111r t) 00'0

9. I fear making a mistake in writing in a FL
in a classroom setting. 15 "A) 1900 80.0 000

10. I fear making a mistake in reading in a H.
in a classroom setting. 170'0 180.0 11".0 (1"

11. I become anxious when I have to speak in a
FL in a classroom setting. 260'o 460to 26°1;

12. I fear receiving a low final grade (I) :)r
below) in this course. 210'0 00'0

14. I fear not understanding what the teacher is
saying in a FL when I am in FL classroom. 420'0 26(1'0 (1"

15. I feel silly when I have to speak a Fl in a
classroom setting. 10o 800 110'0 () Iro

16. I become anxious when I have h) read in a
FL in a classroom setting. 15 ° 110'0 13" 0" '0
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and curriculum development. Further research must be done with the ulti-
mate goal of lowering the level of debilitating anxiety that, as two research
studies suggest, affects approximately one-fourth to one-half of our post-
secondary students.
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A Sequential Approach to
Teaching and Testing the
Listening and Speaking Skills
Barbara Gonzalez Pino
University of Texas at San Antonio

Overview

With today's emphasis on proficiency-oriented teaching in foreign
language classes, many teachers have decided that their texts no longer serve
their course objectives well. Many texts still in use are heavily audio-lingual
in orientation and afford little opportunity for development of communica-
tive skills in the language class. Even those newer texts which provide some
context by saying "Pretend that you are Isabel giving commands to her little
brother and tell him that he can't do any of the following things." are only
taking a partial step toward proficiency-oriented teaching, since this drill is
still a drill. Because these texts were generally developed around units of
grammar rathei than around personalized activities and topics, the teacher
often finds the text activities and vocabulary inadequate for developing flu-
ency for particular situations and topics. Therefore today's teachers are
heavily engaged in text adaptation, omitting text exercises and replacing
them with communicative activities the teachers have developed to better fa-
cilitate their students skills development. While teachers engage in this adap-
tation proccss, howevcr, t hey frequently have doubts about the best ways to
accomplish their ptirPose. the hest ways to introduce new vocabulary, and
the appropriate ,e(Itienei lir 01 hstening and speaking activities.

Picture-based Introduefion of Material

The listening-based approaches proposed by Krashcn, Terrell,
A:,hcr and other lend thcmf.elve; e II to thi; proee, of adaptation. The
teacher can adheic to their suggested regimen of introduction of vocabulary

5 !
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via pictures by collecting simple or complex pictures that illustrate tlw vo-
cabulary and phrases for the desired lesson in the book and/or by preparing
transparencies, posters and handouts that illustrate the vocabulary. In either
case written statements about the characters, activities, and objects in the
pictures can appear with the pictures. The teacher uses these statements to
elaborate on the pictures as they are presented to the class, and the students
have the written version as study material. For example, if leisure activities
are used as the subject, pictures with statements such as these can be used:
John is playing football. Mary is playing tennis. Linda is playing the guitar.,
etc. At this point a process crucial to this mode of teaching begins: that of
utilization of comprehension checks.

Listening during the Three Phases of Questioning

Throughout the recommended sequence, w teacher utilizes three
phases of questioning after each activity to extend the material for maximum
comprehension practice. Phases one comprises factual questions about the
content of the pictures used to introduce the vocabulary. (Who plays base-
ball? What does Mary play? Does Mary play baseball? Does John play ten-
nis or baseball?) Phase two includes personalization of the material by ap-
plying the questions to the students themselves. (Who in the class plays base-
ball? George, what do you play? Alice, do you play baseball? Luis, do you
play baseball or tennis?) As before, the required responses are brief.

Phase three incorporates comprehension cheeks, and these questions
can either follow phase two or be interspersed within it. These are questions
the teacher uses to check the students' comprehension of one another's re-
sponses. The regular use of such comprehension questions reinforces the
students' listening to each other in class and thus extends their listening prac-
tice. (Who in the class plays baseball, Dan? Margie, does Alice play base-
ball? Luis, what does George play? AI, does Rosa play basketball or
tennis?) At this point , two additional types of comprehension-check ques-
tions can be used for further extension: the paraphrase and the summary
(What did Mary say? Which activity is most popular in this class?).

Six Question Types for Checking Listening

As the teacher moves through the three phases with questionr, for
content facts, class facts, and comprehension checks, six types of questions
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are used repeatedly: the "who" question, the "what" question (Who plays
baseball? What does Mary play?), the option ques.ion (does Mary play base-
ball or tennis?), the yes/no question (Does Mary play football?), the para-
phrase (What did John say?), and the information summary (which activity
is most popular in this class?). As noted in the examples in the previous sec-
tion, the last two types are best suited to the comprehension-check phase
when the teachers question students about the statements other class mem-
bers have made.

Nine Formats for Daily Listening Practice

Following the introduction of material via pictures and the utiliza-
tion of the three phases of listening comprehension extension as described
previously, the teacher can move to a variety of other listening activities,
each of which can be followed by the same three phases of listening-
comprehension extension. The activities and the extension questions them-
selves all combine to immerse the students in a modified target-language ac-
quisition environment in which they car listen extensively on a known topic
to contextualized material. In addition, they are not pressed to early produc-
tion. Instead comprehension is checked and verified constantly through the
use of questions that require one-word a-),..vers or short patterned answers
from the student. A modified Total Physical Response Activity (Asher, p.
74) fits well at this point. Continuing our example, the teacher says and acts
out ten to twelve commands that use the leisure vocabulary while the stu-
dents watch and listen (Swim. Dance. Play tennis. Play the guitar.). Then
he/she repeats the commands and acts them out with the students. Next, no
longer modeling, the teacher gives the commands for the students to act out
alone, first in the same order as before and then in a new sequence. As the
final adaptation, the teacher can ask the students to practice eommanding
and acting out in pairs or small groups. The class fact and listening compre-
hension cheek phases follow appropriately here.

A chart is another excellent base for a listening activity. If we use the
following sample chart,

Monday Tuesday Wednesday 'I-hursday, etc.
J oe baseball tennis guitar television
Al tennis piano reading dancing
A na swimming cooking dancing hiking, etc,

we can employ our three phases. First we ask many content questions about
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the persons listed. (Does Joe play tennis on Wednesday? On Thursday does
Al play tennis or watch television? What does Ana do on Tuesdays? Who
cooks? etc.) We then follow these questions with class-fact and compre-
hension-check questions. Finally the chart can he used by the students in
pairs to repeat the initial questioning phase with each other whenever the
teacher feels they are ready to do this, on the same day or another.

True-false statements are another format readily adaptable to this
sequence. The teacher can use the above chart again as a basis for true-false
listening comprehension statements, or he/she can prepare an original set
(We play tennis in the Spanish class. We watch television on weekends.,
etc.' In addition the teacher can have students write similar true-false state-
ments and use their creations in a comprehension activity. Finally, he/she
can once again end the activity with class-fact and comprehension-check
questions.

The teacher can use the chart yet another time as the basis for a
multiple-choice activity. (On Monday. Ana a. cooks, b. swins, or c.
reads.) Next the teacher can surey student preferences via a simple multiple-
choice activity where students raise their hands to respond. (On Saturdays I
a. sleep, b. dance, c. play the piano.) This format, too, can be followed with
class-fact and comprehension questions.

Asking students to label what they hear as possible/impossible,
probable/improbable fun/boring, etc., is another format popular in new
textbooks that fits well in this sequence. (Pete plays baseball on the moon.)
Following the reading aloud of ten or so such statements by the teacher with
appropriate responses by the students, the teacher can move to the same
class-fact and comprehension-check questions to wrap up the aetivity.

A scanning activity can also incorporate listening comprehension.
Using a short paragraph in the target language on the topic (leisure activities
in this case) instead of the chart shown earlier, the teacher asks the students
content questions about the passage; and the students scan the passage to
find short answers to give to those questions that they comprehend. Class-
fact and comprehension-check questions can follow.

Many of the above listening comprehension activities are based on
the concrete (pictures, charts, etc.), a very desirable characteristic for listen-
ing activities. As noted, some of the activities lend themselves to structured
speaking practice as well after the listening comprehension portion has been
successfully completed. In addition, use of the series of formats that follows
will also lead the students to structured speaking practice and then to less-
structures speaking practice.
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Ten Speaking Formats of Graduated Difficulq

The speaking formats that follow are interactive in nature, lending
themselves to student-to-student interaction or to teacher-to-student interac-
tion. The series format is essentially a limited sentence-builder. Students are
presented eolumns of words to use in making statements true for themselves.
Column I can contain time words (the days of the week, adverbs such as
first, later, then, etc.), and column 2 can contain the leisure activity verbs or
other material. The students then are to make two or three statements about
what they typically do. As an option for the series, the teacher can use the
chat t shown earlier to have the students make series statements (On Monday
Ana swims, and on Tuesday she cooks.) for the other students to respond to
as true or false. The series can also be followed with additional personaliied
questions and eomprehension che:ks of the listeners.

Another variation of the series or sequence calls for the teacher to
make a series of statements for the students to put in a lotical order (I put
my guitar away. I practice for an hour. I find my guitar.) Then the students
can be asked to follow suit and create sueh sequences themselves for others
to resequence. This variation, too, can be followed by personalized ques-
tions and comprehension checks.

Another variation of the sentence builder can be used in the speaking
portion of the sequence. One column is devoted to adverbsitime:s, another
to places, another to companions, and another to leisure-activity-related
verbs. The students then use the items to make statements that are true for
them (Fre(luently I dance at parties with my friends.). Comprehension-check
questions can be appropriately integrated into this activity.

Interviews arc a versatile component in the sequence. Students can
be given target-language questions to use to interview their classmates (or a
single partner), or they can he given only English cues (Find out what sport
your partner plays, what'he/she does on Saturday, etc.) if the teacher wishes
the speaking task to he more challenging. Interviews should always be fol-
lowed by student reports as a wrap-up, and the teacher should inject com-
prehension questions for the students listening to the brief reports.

Situation roleplays ate very difficult but very appropriate compo-
nents of the sequence. They are stated in such a way that two roles are evi-
dent (You call your friend to invite him/her to go hiking on Saturday.
He/she doesn't like hiking much, but you convince him/her to go. You also

agree on a time, meeting place, and items to ;ake along). Students may be
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given incomplete target-language versions of the conversation to use as a
starter, or they may be given only the English cue-description. After prepar-
ation and during performances by students, the teacher injects the ever-
important comprehension questions.

Problem-solving activities are probably the most difficult of all the
formats if the students are to conduct their problem-solving deliberations
completely in the target language. If st idents are given a topic such as "Stu-
dents should or should not be allowed to have activities on Thursday nights."
to discuss for a brief time, they can thee be asked to report their conclusions
and reasons, with the teacher again interspersing comprehension questions.

In addition to the interactive speaking sequence, the teacher may
wish to inject one or two solo speaking formats. hi these activities each stu-
dent prepares his/her own material to say alone, without his/her perform-
ance being dependent on comprehending others. The two formats that fol-
low are generally easier for studPnts than interviews, roleplays, and problem-
solving, which are the less-structures speaking formats.

Solo Speaking Formats

Completions arc useful for getting students to talk briefly. When
given starters such as "On Sunday mornings I ." or
"After school I ." they can comment on an element of per-
sonal experience using a supportive pattern. The starters can be provided on
the board, on transparencies, or on handouts; and the students' statements
should, as always, be followed by the teacher's comprehension questions.

Students may also be asked to give individual oral presentations
about given pictures or topics (How you spend your weekends in December,
for example). Students are asked to include a minimum number of words or
statements, and after each presentation the teacher asks the other studom
questions about what the i eporter has just said.

The Link to Reading, Writing, Grammar and Testing
Speaking

As always, listening scripts can become reading materials, and
speaking formats can be used to generate writing. The charts, completions,
situatiorv and interview reports all lend themselves well to writing and thus
to reinforcement. In addition, the many personalized questions that have

;) .
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been referred to would make appropriate journal topics for brief writing ac-
tivities at the bcginning of classes or as homework.

While the activities described are by no means grammar-focused,
using them can facilitate the students' acquisition of grammatical structures
through indirect means as the students hear and use the grammatical forms.
Some patterns or forms can be put on the board during activities to serve as
templates to assist the students as they listen and speak. However, these ac-
tivities are not intended to focus on grammar, but rather on communication.

All the preceding speaking activities lend themselves well to use as
speaking tests. The very same charts, pictures, interview cues, situation de-
scriptions for roleplays and sentence starters for completion can be the pool
of material for a proficiency-oriented achievement test of speaking that can
be administered and scored time-efficiently, even in the normal overpopu-
lated classroom. By eliminating him or herself from an active role in the oral
testing, the teacher can hear and grade in an hour approximately twelve
pairs of students who perform with each other. The average class of thirty
can be tested in about one and one-half classes.

Pairs of students draw the required number of question, roleplays,
etc., from the pool and perform for the teacher, who uses a weighted five-
to-six criteria rating form to assign a score to each student.

Name:
Date:

Class:
Score:

A + A 13 C D '-

Communication 40 37 34 31 28 25

Accuracy 20 I S 16 14 12 10

Fluency 10 9 8 7 6 5

Vocabulary 20 18 16 14 12 10

Pronunciation 10 9 8 7 6

In the testing program of this type established at her institution by the au-
thor over six years ago, the scale above is used to rate students on a sample
of six utterances each. Inasmuch as all students prepare for the test the com-
plete pool of speaking activities that the class has used, a small sample is
more likely to be representative of potential performance on a larger sample.

Predicted Outcomes

Informal observation of students in the program described herein
suggests two major trends. First more students may achieve a broader base
of skills and knowledge in the target language. By focusing less directly on
grammar and more on communication, the author's students perform better

I )
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in the language and still have a command of grammar similar to the level of
command they had with previous more grammatically oriented programs.
The better students use and understand the language fairly well (while still
making the expected errors), a skills level they did not typically attain previ-
ously.

The more average students also use the language fairly well, but they
still can't handle grammatical terminology very well, just as previously. The
difference now is that all these students have had the opportunity to partici-
pate in a relatively non-stressful sequenced approach to developing their lis-

tening and speaking skills, and therefore in their communicative ability and
vocabulary acquisition when compared informally to previous students in
previous programs are dramatically better.

The second trend relates to student motivation and participation.
Even though the teacher may wonder how the numerous personalized ques-
tions and comprehension checks can continue to be of interest to students,
the author's experience with classes suggests that students are fascinated by
nothing so much as by one another. They do listen, remember, and respond
in class as the comprehension checks on what one another have said or con-
ducted. The sequence of pictures to extensive listening to structured and
less-structured speaking appears to make second language acquisition more
manageable for students as well, adding yet another reason why .ve can pre-
dict more postive outcomes and encourage the utilization of the sequence de-
scribed here.
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Foreign Language Reading:
Linguistic, Cognitive, and Affective
Factors Which Influence Comprehension

Richard C. Kern
University of California, Berkeley

Many students learning a foreign language (FL) experience some de-
gree of frustration when they attempt to comprehend any but the simplest
FL texts. This is certainly not surprising, for these students are attempting to
map meaning onto structures with which they are not wholly familiar. Not
only is their FL vocabulary smaller than their native language (NL) vocabu-
lary, but also the way in which words are put together may often seem
strange and illogical. Interference from the native language is common and
has been shown to mislead readers when they read Fl. texts (Cowan, 1976;
Hatch, 1974; Muchisky, 1983). Furthermore, background knowledge may
be deficient: knowledge of the H. culture, knowledge of FL textual conven-
tions, and knowledge of differences in rhetorical organization of informa-
tion have been shown to be critically important to the comprehension of FL
reading materials (Carrell, 1983a,b; Hudson, 1982; Johnson, 1982;

Urquhart, 1984; Wilson, 1973).
But students' difficulties in reading in a foreign language are not only

a matter of insufficient language skill or background knowledge. FL reading
involves cognitive demands beyond those present in native language reading
(Yorio, 1971). Attention and memory resources are often needed in lower or-
der, word recognition processes, thereby reducing their availability to higher
order, interpretive processes. Short term memory is also taxed due to the
reader's unfamiliarity with many words and structures. Because of limita-
tions in human attention and memory processing capacity (McLaughlin,
Rossman, McLeod, 1983), these additional cognitive demands may account
for the observation that good NL readers are often not able to apply their
reading skills to the foreign language text (Clarke, 1980).

Greater understanding of how students go about making sense of
foreign language texts is needed if we are to provide effective reading in-
struction programs within the foreign language curriculum. In the pages
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that follow, an interpretation of the processes involved in FL reading will be
developed, based on relevant research.

Universal Process Hypothesis

Goodman (1970, 1981, 1985) has hypothesized that the basic proc-
ess of reading is the same in all languages, involving the formation, testing,
modification, and confirmation of hypotheses based on both textual clues
and the reader's background knowledge. This view is supported by empirical
studies carried out in various languages (e.g., Harrera, 1981; Czicko, 1976;
Genessee, 1979; Mott, 1981; Rigg, 1977). This "reading universals" stance
would seem to suggest that FL reading involves the transfer and application
of established NL reading skills to FL texts, making native language reading
skills the prime determining factor in successful FL reading.

Recent research indicates, however, that (1) reading may actually in-
volve different perceptual and learning strategies in different languages
(Tzeng and Hung, 1981; Taylor and Taylor, 1983), and (2) FL readers can-
not always effectively transfer their native language reading skills to the sec-
ond language (Clarke, 1979; El ley and Mangubhai, 1983). It appears that
linguistic factors as well as native language reading skill development are
critically important to success in FL reading.

Differences in NL and FL Reading

Linguistic factors

The most obvious and essential differences between reading in ones
native language and reading in a foreign language is that the code one is
dealing with is entirely different. The writing system, lexicon, syntax, and
semantic relations of the foreign language may differ greatly from those of
the native language, and even in the case of closely related languages it may
take a considerable amount of time and study for FL readers to develop the
same sense of familiarity with the code that they enjoy when reading in their

native language.
Understanding relational meaning at the phrase, sentence, and dis-

course levels is a second arca in which the FL reader will likely experience
linguistic difficulty. For example, in French, the position of an adjective can
determine its meaning; ma propre chetnise refers to "my own shirt," whereas
ma chemise propre refers to "my clean shirt." In English, certain words play
different grammatical and semantic roles depending on their position within

4.)
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a phrase. This is what distinguishes a Venetian blind from a blind Venetian,
or a Maltese cross from a cross Maltese. Similarly, a sentence's semantic en-
vironment can influence how it is interpreted. The meaning of "I married my
sister yesterday" may seem scandalously unambiguous as it stands alone, but
when it is followed by "My parishioners and I were sorry to see her leave
town, but we wished her great joy in her new life" it may take on an entirely
different, yet no less reasonable meaning. Because reading depends upon not
only lexical but also relational meaning, it is not surprising that so many FL
students experience frustration when they stare at a page of FL text replete
with penciled-in glosses and are unable to decipher its meaninb. Their read-
ing is reduced to word by word analysis, taxing both memory and patience.

A third problematic area for the FL reader is the way in which infor-
mation is organized in FL discourse. Research has demonstrated the impor-
tance of textual organization to recall of information in NL reading (Kintsch
and van Dijk, 1978; Meyer, 1975; Runic lhart 1977) and there is evidence
that it is also a significant factor in FL reading (Carrell, 1981; Urquhart,
1984).

A fourth linguistic consideration is the influence of the native lan-
guage on FL reading. While this influence often facilitates comprehension
when the reader encounters words, structures, or expressions that have simi-
lar equivalents in the native language, several studies suggest that the native
language can sometimes interfere with FL processing at the phonological,
syntactic, and semantic levels (Cowan, 1976; Hatch, 1974; Muchisky, 1983;
Yorio, 1971).

It appears that the learner's proficiency in the foreign language is
clearly related to successful FL reading. There is some evidence to suggest,
however, that language proficiency alone does not account for many of the
difficulties experienced by FL readers. In the following section we will briefly
consider some of the cognitive factors involved in the reading process which
may make FL reading difficult.

Cognitive Factors

Reading in any language is a cognitively demanding process, involv-
ing the coordination of attention, memory, perceptual processes, and com-
prehension processes. All readers, whether in a native or non-native lan-
guage, must divide their available mental energy among at least five proces-
ses: (1) the visual processing of surface features of the text, (2) the selection
of cues from this input, and the storage of cues in working memory, (3) the
anticipation of future cues (based on stored cues and background know-
ledge), (4) the testing of predictions against subsequent input, and (5) the
storage of generated ideas and information in long term memory. For the
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mature, fluent, native language reader these processes generally occur auto-
matically. Reading in a foreign language, however, places additional de-
mands on all of these components, making text processing and comprehen-
sion less efficient.

It has been shown that FL readers often process texts in a "bottom-
up" manner, relying heavily on surface structure features of texts in their at-
ternps to piece together the author's intended meaning (Czicko, 1980; Hatch,

1974; Henning, 1973; McLeod and McLaughlin, 1986; Muchisky, 1983).
There is also some evidence to support the hypothesis that FL reading places
a greater load on mental proeessing than does NL reading, and that con-
scious attention is required to process much of the FL visual input (Bruder
and Henderson, 1986; Edfeldt, 1960; Faaborg-Anderson and Edfeldt, 1958;
Oiler and Tullius, 1973).

Research in information processing supports a "time sharing" model
of processing (Lesgold and Perfetti, 1978) in which executives schemes
(which establish goals and task organization) determine what input receives
attentional focus and what input remains on the periphery of attention
(McLaughlin, et al., 1983). Commitment of attention to one operation re-
duces the availability of attention to the performance of any other operation
(Norman and Bobrow, 1975; Posner and Snyder, 1975). Therefore if exces-
sive attention is focussed on word recognition, comprehension may suffer
due to a deficiency in available mental resources. Britton et al. (1978) found
that in skilled readers the perceptual stage of processing does not use cogni-
tive capacity, but that the "elaborative" processes involved in comprehension
do. This suggests a hierarchical organization of reading processes in terms of
their relative cognitive demands, with analysis, synthesis, and inference re-
quiring the most mental energy and word recognition the least. This hierar-
chy is often upset in the case of the FL reader, however, because word recog-
nition processes require much greater attention until they become automa-
tized.

Because the FL reader tends to rely on bottom-up processing (and
because much of the visual input he or she perceives is relatively or even
completely unfamiliar), the "chunking" or combining strategies which are
used automatically in the native language may be rendered inoperable when
reading Fl. texts. When chunking is impeded, less information can be stored
at one time in short term memory. When the amount of information which
can be stored simultaneously is reduced, there is a restriction of the amount
of linguistic data which can be analyzed at onceresulting in less efficient
use of redundancy and contextual cues. For example, while a native French
speaker might likely analyze Est-ce qu'ila eu tort? ("Was he wrong?" as two

t;
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chunked units "Est-ce que" (interrogative marker) and "ii a eu tort" (proposi-
tion), the inexperienced H. reader is likely to chunk into smaller, lexical
units ("Est" "cc" "que" "if' "a" "eu" "tort") which consists of seven elements.
This strategy not only loads short term memory to near-capacity (Miller,
1956), but also works against comprehension since separate semantic analysis
of these seven items will not yield the author's intended meaning: the words
simply do not make sense when treated as discrete units. This explains the
common complaint of beginning FL readers that they "know all the words"
but still fail to make sense of a teAt. Longer sentences than the example cited
above would simply not "fit" in short term memory unless chunking of words
into phrase units took place. Furthermore, there is evidence that higher or-
der comprehension processes can be impeded by inefficient word access
(Lesgold and Perfetti, 1978). That is to say, if excess mental energy is ex-
pended in word recognition, there is little or none left for higher order proc-
essing and for storage of input in semantically "cued" form. Thus slow pho-
nological processing may reduce the FL reader's ability to comprehend texts,
particularly those in which coherence depends upon indirect or inferred an-
tecedence relationships. (Lesgold and Perfetti, 1978:334),

Because the total amount of mental energy available at a given time
is limited, the FL reader's concentration on retaining past cues may hamper
his ability to make predictions. Likewise, if the reader attempts to predict
what lies ahead in the text, past cues may he forgotten. Under these circum-
stances the hypothesis testing process which Goodman (1970) proposes as a
"universal" characteristic of reading operates with less than optimal effi-
ciency if it operates at all. This inefficiency of processing, along with the stu-
dent's relative lack of familiarity with the Fl. culture, can often create a sense
of frustration, further impeding comprehension. The effect of such frustra-
tion as well as other affective factor; on the FL reader will be discussed
briefly below.

Affective litelors

While all aspects of reading are highly influenced by affective factors
such as attitudes, interests, and values (Mathewson, 1976, 1985; Ruddell,
1974; Ruddell and Speaker, 1985), it is the goal-setting, process-directing
metacognitive component which is particularly sensitive to such factors as
anxiety, self-confidence, and motivation. Anxiety may be experienced when
the reader is pressed to perform in a limited period of time, when he must
perform a task in a social group (e.g., reading aloud to the class), or when
he "must" comprehend material which he perceives to be too difficult (the
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predicament of many FL readers). Anxiety may disrupt the normal function-
ing of the metacognitive component by impeding both the establishment
and the implementation of goals, effectively paralyzing the reader's "control
center." As Posner and Snyder (1975) point out, information which is
charged with emotional significance may intrude upon information being
consciously processed. Krashen (1981) discusses the phenomenon in terms
of what he calls the "affective filter." When the affective filter is "raised"
through anxiety or low self-confidence, input will not be processed at a deep
level, and in turn, FL text comprehension will be reduced.

Self-confidence is critical to effecfive reading in that it determines
the reader's willingness to take risks. Reading that is conceptually-driven and
meaning-centered demands that the reader take risks, for not all of the visual
information available in a text is thoroughly processed. Rather, visual infor-
mation is sampled judiciously, providing just enough cues to confirm predic-
tions and elaborate the reader's text representations. Furthermore, informa-
tion which is implicit in a text (often the most important information) can
only be accessed through inference based on given information and the read-
er's prior knowledge. Because the FL reader is often insecure about the ex-
tent and accuracy of his knowledge of the FL code, the FL culture, and the
text itself, the risk of making inferences is often too great. Thus a low level
of self-confidence may limit the reader in (1) the goals he sets (e.g., literal
comprehension only) and (2) his flexibility in utilizing a variety of strategies.
Carrell's (1983c) finding that even advanced ESL students were often unable
to grasp more than the literal meaning of a text may indicate students' un-
willingness to take chances (due to the unfamiliarity of the topic) as well as
insufficient background knowledge. In other words, students may assume
that they have insufficient background knowledge as a result of low self-
confidence and thus may hesitate to make guesses and inferences. In the case
of the FL reader this state of affairs may produce a vicious circle of poor
comprehension and frustration which may result in termination of FL study
(See Figure I).

Motivation is central to the metacognitive component. When it is
absent, limited goals will be established, resulting in limited comprehension.
Equally important, though often overlooked, is the fact that motivation af-
fects the level of mental energy available to the reader (Mathewson, 1976;
Ruddell and Speaker, 1985). The availability of mental energy is a particu-
larly critical variable in FL reading, due to the high demands placed on cog-
nitive resources by all levels of processing. Mathewson (1976) points out
that nlotivation is not a static, fixed element in the reading process; rather, it
may fluctuate during reading according to the reader's understanding and

EL
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acceptance of what is read. If the content of the reading material is consis-
tent with one's prior attitudes, beliefs, values, and motives then a favorable
modification of one's attitude toward reading will occur. Corresponding to
this modification is a continuation of attentional focus and optimal compre-
hension. lf, however, there is a mismatch between the presented attitudes,
beliefs, values and motives and those of the reader a negative reading atti-
tude will develop, with a corresponding reduction in attention and compre-
hension.

Implications for Practice

As we have seen, Fl. readers tend to be most attentive to the surface
structure of El. texts, and because their word recognition skifls do not seem
to Ue automatized until advanced levels of study, they are often not able to
allocate sufficient cognitive resources to carry out higher-level interpretive
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processes effectively. As a result, comprehension is less than optimal. Be-
cause the FL reader continually faces unknown lexical items and syntactic
structures, however, mere "practice" may only bring frustration rather than
facilitate automatization of recognition skillsparticularly if the learner is
unable to comprehend what he or she is reading. As Goodman has pointed
out, readers will not continue reading if there is no "payoff" in terms of
comprehension (1976, p. 484).

What does the foregoing discussion suggest for the teaching of FL
reading? First, students may benefit from direct instruction in specific strate-
gies designed to assist them in (1) word recognition, (2) inferring the meaning
of unknown words and (3) synthesizing meaning in larger segments of text.
Such strategies, if routinized, may allow lower-level processes which origi-

nally required large amounts of conscious attention to operate more effi-
ciently. If cognitive resources are released from surface-level processes such
as word recognition, more mental energy is made available for meaning-
processing. Several studies (e.g., Kern, 1987; Nemoianu 1987) have shown
that students trained in the use of metalinguistic and metacognitive strategies
show considerable improvement in then ability to infer nwanings of un-
known words and in their general comprehension of FL texts. Students
should also be shown how to use reading strategies flexibly and in combina-
tions (see Kern, 1987).

Second, given that phonological encoding of FL texts generall re-

quires a considerable amount of mental energy, reading aloud in class is
probably best avoided, except when the goal is strictly pronunciation prac-
tice and not comprehension (Bernhardt, 1983).

Third, because students who read word by word are often unable to
capture the sense of a sentence, teachers should encourage students to think
about the global meaning of what they read, rather than focusing excessively
on the lexical and syntactic details of a text. Recommended activities arc
those which focus on (1) the development of reading speed, (2) the identifi-

cation of main ideas, (3) the identification of cohesion and discourse rela-

tionships, and (4) the formation of predictions and hypotheses (e.g., the Di-
rected Reading-Thinkine Activity. Stauffer, 1969, Tierney et al., 1985).

Fourth, tt..; importance of background knowledge suggests the use
of pre-reading exercises designed to "prime" students for what they are
about to read. Several research studies (e.g., Hudson, 1982; Lee, 1986) have

demonstrated that such activities can significantly improve readers' compre-
hension of FL texts.

Fifth, because planning and goal-setting ate important to reading
comprehension, students should be encouraged to read purposefully. They
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may be provided a purpose by the teacher, such as answering a specific ques-
tion raised in class discussion, or they may choose their own personal goals.
In either case, students need to be flexible in their approach to FL texts: they
may need to skim for a gist, scan for a specific detail, read for thorough
comprehension, or read for a stylistic analysis. Because reading purposes
differ with types of texts, readings should be varied with regard to genre,
style, content, and lexical/semantic difficulty. The teacher can adjust the de-
mands of a task according to the level of difficulty and the content charac-
teristics of each passage.

In sum, we have seen that linguistic, cognitive, ..ind affective factors
interact in complex ways to influence FL reading comprehension. The sheer
complexity of the reading process suggests the need for a broad-based, multi-
sided approach to reading instruction. No single instructional technique is
likely to magically transflrm students into fluent FL. readers. At the least,
however, the superior reading instruction program will recognize the impor-
tance of vocabulary as well as syntax (Barnett, 1986), will attempt to develop
both bottom-up (e.g., decoding, word analysis) and top-down (e.g., infer-
encing, gisting) processing strategies, will acknowledge the importance of
students' background knowledge, attitudes, and motivation, and will famil-
iarize students with a variety of types of texts at varying levels of difficulty.
Most importantly, the ideal FL, reading instruction program will accurately
assess and address the specific needs of the particular students whom it
serves. This requires that teachers take an active role in diagnosing the read-
ing behaviors of their students, and formulating specific instructional goals,
objectives, and activities based on their understanding of the reading process.

Bibliography

Barnett, M.A., "Syntactic and Lexical/Semantic Skill in Foreign Language
Reading: Importance and Interaction." Modern Language Journa/
70 (1986): 343-349.

Barrera, R. "Reading in Spanish: Insights from Children's Miscues," in Lin-
guistics and Literary Series I. Learning w Read in Different Lan-
guages, ed. S. Hudelson. Arlington, VA: Center for Applied Lin-
guistics, 1981.

Bernhardt, E. B. "Three Approaches to Reading Comprehension in Inter-
mediate German," Modern Language Journal 67(1983):111-115.

Britton, B.K., A. Piha, .1. Davis, and E. Wehausen. "Reading and Cognitive
Capacity Unige: Adjunct Question Effects." Memory and Cogni-
tion 6(1978): 266-273.



58 Richard G. Kern

Bruder, M.N. and R.T. Henderson. Beginning Reading in English as a Sec-
ond Language. Washington, D.C.: Center for Applied Linguistics,
1966.

Carrell, P.L. Some Classroom Implications and Applications of Recent Re-
search into Schema Theory and EFL/ESL Reading. Paper presented
at 1983 TESOL Convention, Toronto, March 17, 1983b.

The Role of Schemata in L2 Comprehension Paper
presented at 1981 TESOL Convention, Detroit. MI, 1981.

"Background Knowledge in Second Language
Comprehension. Language Learning and Communication 2,i

(1983a): 25-33.
. "Three Components of Background Knowledge in

Reading Comprehension." Language Learning 33,ii(1983c): 183-208.
Clarke, M,A. "Reading in Spanish and English: Evidence from Adult ESL

Students." Language and Learning 29(1979):121-150.
"The Short Circuit Hypothesis of ESL Reading

or When Language Competence Interferes with Reading Perform-
ance." Modern Language Journal 64(1980): 203-209.

Cowan, J.R. "Reading, Perceptual Strategies and Contrastive Analysis."
I.anguage Learning 26(1976): 125-34.

Czicko, G.A. "The Effects of Language Sequencing on the Development of
Bilingual Reading Skills." Canadian Modern Language Journal 32
(1976): 534-539.

. "Language Competence and Reading Strategies: A
Comparison of First- and Second-Language Oral Reading Errors."
Language Learning 30,ii(1980): 101-116.

Edfeldt, A.W. Silent Speech and Silent Reading. Chicago:University of
Chicago Press, 1960.

Elley, W.B., and F. Mangubhai. "The Impact of Reading on Second Lan-
guage Learning." Reading Research Quarterly 19(1983): 53-67.

Faaborg-Anderson, K. and A.W. Edfeldt. "Electromyography of Intrinsic
and Extrinsic Laryngeal Muscles During Silent Speech: Correction
with Reading Activity." Acta aolaryngologia 49(1958): 478-482.

Genessee, F. "Acquisition of Reading Skills in Immersion Programs." For-
ei gn Language ,4 nnals 12(1979): 71-77.

Goodman, K. "Behind the Eye: What Happens in Reading," in Theoretical
Mmiels and Processes of Reading, ed. H. Singer, F. Ruddell.
Newark, Delaware: International Reading Association, 1976.

"Miscue Analysis and Future Research Directions,"



Richard G. Kern 59

in Linguistics and Literacy Series I: Learning to Read in Different
Languages, ed. S. Hudleson, Arlington, VA: Center for Applied
Linguistics, 1981.

"Psycho linguistic Universals in the Reading Proc-
ess." Journal of Tvographic Research 4(1970): 103-110.

"Unity in Reading," in Theoretical Models and
Proce&ses of Reading, 3rd Edition, ed. H. Singer and R.B. Ruddell.
Newark, Delaware: International Reading Association, 1985.

Hatch, E. -Research on Reading a Second Language," Journal of Reading
Behavior 6( i 974): 53-61

Henning, G. H. "Remembering Foreign Language Vocabulary: Acoustic
and Semantic Parameters." Language Learning 23,ii(1973): 185-196.

Hudson, T. "The Effects of Induced Schemata on the 'Short-Circuit' in L2
Reading Performance." Language Learning 32(1982): 1-30,

Johnson, P. "Effects on Reading Comprehension of Building Background
Knowledge." TESOL Quarterly 16(1982): 503-515,

Kern, R. The Role of Comprehension Strategies in Foreign Language Read-
ing. Unpublished doctoral dissertation, University of California,
Berkeley, 1987.

Kintsch, W. and T.A. van Dijk. .`Towards a Model of Text Comprehension
and Production." Psychological Review 85(1978): 363-394.

Krashen, S.D. "Bilingual Education and Second Language Acquisition
Theory," in Schooling and Language Minority Students: A Theoret-
ical framework. Office of Bilingual-Bicultural Education, Cali-
fornia State Departniimt of Education, Los Angeles: Evaluation,
Dissemination and Assessment Center, California State University,
Los Angeles, 1981.

Lee, J.F. "Background Knowledge and L2 Reading." Modern Language
Journal 70(1986): 350-54.

Lesgold, A.L., and C.A. Perfetti, "Interactive Processes in Reading Com-
prehension." Discourse Processes 1(1978): 323-336,

Mathewson, G.C. "The Function of Attitude in the Reading Process," in
Theoretical Models and Processes of Reading, 2nd Edition, eds., H.
Singer and R.B. Ruddell. Newark, DE: International Reading Asso-
ciation, 1976.

"Toward a Comprehensive Model of Affect in the
Reading Process," in Theoretical Models and Processes of Reading,
3rd Edition, eds. H. Singer and R.B. Ruddell. Hillsdale, N.J.:
Lawerence Erlbaurn, 1985.



60 Richard (i. Kern

McUkughlin, B., T. Rossman, and B. McLeod. "Second Language L2arning:
An Information Processing Perspective." Language Learning 33,
ii(1983): 135-158.

McLeod, B., and B. McLaughlin. "Restructuring or Automaticity? Reading
in a Second Language." Language Learning 36,i41986): 109-123.

Myer, B.J.F. The Organization of Prose and Its Effects on Memory. New
York: North Holland, 1975.

Mott, B.W. "A Miscue Analysis of German Speakers Reading in German
and English," in Linguistics and Literacy Series I: Learning to Read
in Different Languages, ed. S. Hudelson. Arlington, VA: Center for
Applied Linguistics, 1981.

Muchinsky, D. "Relationships Between Speech and Reading Among Second
Language Learners." Language Learning 33,41983): 77-102.

Nemoianu, A. Reading Between the Lines: Written Texts as Input fOr Sec-
ond Lang:rage Development. Unpublished doctoral dissertation,
University of California, Berkeley, 1987.

Norman, D.A. and D.G. Bobrow. "On Data-Limited and Resource-Limited
Processes." Cognitive Psychology 7(1975): 44-64.

011er, J.w., and J.R. Tullius. "Reading Skills of Non-Native Speakers of
English." IRAL 11,41973): 69-80.

Posner, M.I., and C.R.R. Snyder. "Attention and Cognitive Control," in
kformation Proce.ssing and Cognition: The Loyola Symposium,
ed. R.L. Solso. Hillsdale, N.J.: Lawerence Erlbaum, 1975.

Rigg, P. "The Miscue ESL Project," in Teaching and Learning ESL: Trends
in &search and Practice, ed. H.D. Brown, C.A. Yorio, and R.H.
Crymes, Washington, D.C.: TESOI., 1977.

Ruddell, R. Reading-Language Instruction: Innovative Practices. Engle-
wood Cliffs, N.J.: Prentice Hall, Inc. 1974.

Rumelhart, D.E. Introduction to Human Information Processing. New
York: Wiley, 1977.

Stauffer, R.G. Directed Reading Maturity us a Cognitive Process. New
York: Academic Press, 1969.

Taylor, I., and M. Taylor. The Psychology qf Reading. New York: Aca-
denlic Press, 1983.

Tierney, R.J., J.E. Readence, and E.K. Dishner. Reading Strategies and
Practices: A Compendium, 2nd ed. Boston: Allyn and Bacon, 1985.

Tzeng, O., and D. Hung, "Linguistic Determinism: A Written Language
Perspective," in Perception of Print, ed. 0. Tzeng and H. Singer.
Hillsdale, NJ: Lawerence Erlbaum, 1981.

Urquart, A.H. "The Effect of Rhetorical Ordering on Readability," in



Richard O. Kern 61

Reading in a Foreign Language, ed. J.C. Alderson and A. T-1.
Urquart. London: Longman, 1984.

Wilson, L.1. "Reading in the ESOL Classroom: A Technique for Teaching
Syntactic Meaning." TESOL Quarterly 3,vii(1973): 259-268.

Yorio, C.A. "Some Sources of Reading Problems for oreign-Language
Learners." Language Learning 21,i(1971): 107-115.



6
Writing Across the (Foreign
Language) Curriculum
Hannelore Jarausch
University of North Carolina-Chapel Hill
Clare Tufts
Duke University

Writing in the foreign language classroom! What images does this
evoke? Stacks of papers put off until the students have long since forgotten
why and what they wrote? Irrelevant topics treated in "fractured French",
curious transliterations from English that axe often understandable only
when retranslated into English, a discouraging sea of red ink and a grade
that is difficult to explain to a disgruntled student? No wonder that writing
is, of the four language skills, the most neglected in today's classroom. How
much more rewarding, in these days of oral proficiency emphasis, to inter-
view our students and evaluate their speaking skills. But it is not only be-
cause we shy away from all the grading and feel insecure about evaluating
written work that we do so little of it.

Methodological trends are also responsible for the relative neglect of
writing in the foreign language classroom. When the audio-lingual approach
displaced grammar-translation, writing activities largely disappeared. More
recently, the ACTFL Guidelines have helped restore writing to its proper
place as one of the four skills, and new texts pay greater attention to it than
ever before.

The "writing across the curriculum" movement provided considera-
ble impetus for this change. Traditionally, the teaching of writing took place
in English departments, or rather in the "composition" classes forced upon
freshmen. There students had to write essays on topics that often seemed ir-
relevant. Having survived these compulsory exercises, students rarely had to
write again. If their major field required writing, skills were often inade-
quate, due to lack of practice as much as to insufficient training. In the
1970's, however, the place of writing in the curriculum was reexamined and
this skill began to be seen as an integral part of education. As Elaine Mairnon

7
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of Beaver College, one of the leading figures in the writing across the curric-
ulum movement, states, writing is a "way to learn, not merely a means of
communicating to others what has already been mastered. It is a critical tool
of invention and discovery central to all disciplines" (Smith, p. 13).

The purposes of writing in the foreign language classroom are not
fundamentally different from those in other disciplines, even if the level is
more basic. Writing is a form of learning and serves to reinforce other skills.
In a biology class, students prepare laboratory reports describing experi-
ments; in French they write to demonstrate command of vocabulary and
structural fbrms. At the most elementary levd, writing is used daily in lan-
guage classes for homework exercises, quizzes, boardwork, reports, etc. Stu-
dents put pen to paper to practice spelling and as a reinforcement technique
for new verb forms and vocabulary words. Even at this level, however, stu-
dents are able to use their writing to communicate in the target language.
They can, for example, write lists, fill out forms, complete questionnaires,
relate phone messages, and do a variety of other tasks that require basically

a writing down of memorized material.
As students progress and begin to create with the language orally

(the move from mechanical to meaningful to communicative activities in the
classroom), they should be pushed to take more risks in their written work,
as well. A second-semester French student is capable of reaching an interme-
diate level of proficiency in writing if given enough practice. However, a
stumbling block comes in the intermediate courses for the majority Of
language students. They seem to "fossilize" in production of written French.
There is often link difference between the compositions of end-of-semester
elementary students and mid-semester intermediate students. A similar pla-
teau oecurs in oral proficiency. Once students can take care of basic needs,
they continue to build on spoken French by adding "street French" vocabu-
lary or slang and idiomatic expressions. 'I-he accuracy level remains low and
spcech patterns simple.

At this point in the foreign language curriculum, the inwrrelation-
ship of the four skills takes on a new significance. Reading advanced texts
introduces students to a more polished Frenth and encourages them to pat-
tern their own writing on what has been assimilated. Similarly, greater skill
in writing will be reflected in more risk-taking in speaking as well as in-
creased comprehension of native speech.

Until recently, the writing process has been largely ignored in favor
of the finished product. The teaching of writing was often seen as identical
with the teaching of editing. A shift in focus has raised the question: What
does a writer do to produce texts? One helpful pattern has been established
by Stephen N. Tchudi (pp. 35-50):

t^-1
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1. Preparing to write.
2. Organizing to write.
3. Writing.
4, Revising content and organization.

(Here the process may become circular, since the writer may go back
to one of the prewriting stages and start over.)

5. Proofreading for accuracy.
6. Presenting the text.

What are the implications of the "process approach" for elementary
and intermediate language programs? Research has shown that the more di-
rection students receive in a writing assignment, the more successful the out-
come, for writer and reader alike. The process of writing needs to be taught,
in French as well as in English, Claire Gaudiani states that "effective second
language writing practice seems to necessitate more assiduous guidance by
teachers than native language composition does" (p. 38). The first step for
the foreign language teacher is selecting a topic appropriate to the linguistic
level of the student. Then follow a variety of intermediate steps to guide the
student toward a finished piece of writing. Our students only rarely do "re-
search" but the usual language class activities such as learning vocabulary,
listening to tapes, looking at videos, reading cultural or literary materials,
practicing conversation skills in groups can all be prewriting exercises when
followed by a related assignment which either reinforces or expands the
other activities. Organizing and focusing are fairly easy since assignments
are short and linguistic skills restrict expression, but even the simplest of
sentences must be logically sequenced.

Writing is improved when students prepare a series of drafts, with
feedback (from peers or teacher) concerning content, not just grammar, pre-
ceding each revision. Peer-editing (Gaudiani, pp. 13-15) can be effective at
this stage, encouraging students to be responsible for each other, allowing
them to share ideas, and teaching them to read critically. This last point is es-
pecially difficult, since students often do not recognize mistakes. In the for-
eign language class, revision often is synonymous with proofreading, al-
though presentation and organization of ideas should not be overlooked.
The final product can serve as an impetus to skill development in other areas
when students read or listen to each other's writing, and react. The process
approach to writing is ideally suited to foreign language classes since listen-
ing, speaking and reading can be integrated so naturally with it. Lest its
length and complexity deter teachers once again from using more writing in
the beginning/intermediate sequence, not all assignments need to be taken
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through al! stages. Many can begin and end in the classroom, and some out-
of-class writing, such as journals, should not be taken through the process t.
students are to write what they really think.

How is the teacher to decide which topics are appropriate and how
can we use them to improve proficiency? Most of Ls base our choices strictly
on lexical and grammatical skills. Beginning students should not write on
topics for which they do not have the necessary vocabulary, since using a
dictionary can be hazardous to their health! However, it is appropriate to
teach intermediate students dictionary skills and to encourage the acquisi-
tion of a personal vocabulary. Students' control of grammatical structures
must also be taken into consideration. They cannot hypothesize when they
have learned neither the conditional nor the subjunctive, but this sort of con-
cern is only a beginning. If teachers want writing that is lively and not just
correct, topics should be interesting to students. For example, describing an
ideal husband or wife will generate better prose than portraying an ideal
hotel room.

The audience for and the purpose of a writing assignment should be
clearly indicated. If students always write only for the teacher, they have no
incentive to vary their prose. Students can write for themselves (lists of
chores, journals), for the teacher, classmates, friends, and for mythical read-
ers. Writing assignments are also more meaningful if they grow out of a
need, even a fictional one, such as preparing a description of oneself so that
one can be recognized by a stranger. Thus, the written word can serve to
communicate real information.

Careful sequencing of topics, avoiding novice or intermediate-low
activities for students who should be more sophisticated, will also help de-
velop proficiency. Just as reading texts are sequenced, going from practical,
basic information, through description and simple narration, to more ab-
stract prose, so writing assignments should move from lists, through descrip-
tion and narration to hypothesizing. Since most students will only use more
difficult structures if they have a reason to do so, writing assignments
should gradually increase in difficulty, challenging students to expand their
skills. Once students have tried a new structure to express a more complex
idea on paper, they may find it becoming a part of their spoken language.

Appendix A lists a series of topics prepared according to the Acrn
Guidelines. The range of writing activities increases as the levels go up, since
students have greater control of the language. In many cases, a writing as-
signment on the novice level can be a pre-writing exercise (oral or written)
on the intermediate level, and depending on expectations, an intermediate-
low activity can be expanded to become more challenging for more profi-
cient students. The Guidelines are pragmatic and present the writing skill in

7,1
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its most functional aspects. However, the list includes suggestions for crea-
tive writing activities at every level as well.

A detailed description of one topic on each level follows, in order to
illustrate how such activities can be used effectively in the classroom. Certain
steps provide opportunities for practice of the other skills. It is especially im-
portant for language students to recognize the interrelationship of the four
skills in order to be motivated to "transfer" what they learn from one area of
language study to another. In these illustrations, certain assumptions are
made about the "typical language student's" proficiency across the four
skills. However, since it does not develop at the same rate in all students, or
even at the same rate for each skill in the same student, we cannot emphasize
enough the necessity of getting to know your own students' general level of
proficiency in the four skills before making assignments such as these.

For the typical novice-mid to novice-high student, the elementary
language teacher might want to try the following activity:

STEPS:
I. Students brainstorm about what they think would make

a good French dinner by supplying vocabulary words of
food items. One student writes the items suggested on
the board; all students help with the spelling.

2. Each student prepares a menu at home, with some guid-
ance beforehand, such as expAining the different cate-
gories that are usually found on menus in a French ,res-
taurant.

3. When the menus are brought in to class, students work
with partners to act out the restaurant scene. One stu-
dent is the waiter/waitress, the other orders from his
menu. Then they switch roles.

4. To elaborate on this theme, students write the dialog
they have just practiced or, if the students are especially
strong, they prepare at home a description in the present
tense of what happens at the restaurant.

This activity encourages practice in speaking, reading, and writing. It reviews
specific vocabulary items (food); verbs such as aller, arriver, commander,
manger, aimer; and it requires the use of the partitive article. It can be used
to review numbers, if the teacher wants to include prices as part of the as-
signment.

At the intermediate-low to intermediate-mid level an appropriate
speaking/writing activity might resemble the following:
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STEPS:
1. Invite a French native to visit the class. Tell the students

something about the person, then explain how they will
select the topics for discusskm,

2. The class as a whole brainstorms about the possible top-
ics (French youth, politics, food, etc.). One student
writes the list of topics on the board. Student discuss the
pros and cons of each topic, and a vote is taken.
(a) In taking a simple vote, the students practice num-

bers: pronunciation, sound/symbol relationship in
the transcription, and addition.

(b) For the more advanced class, vote could be made
by written ballot: each student lists two choices and
gives a written explanation about why they are the
best. These choices and explanations are written on
separate slips of paper, and grouped by topic. The
number of votes for each topic is counted by a dif-
ferent student, who reads the explanations that go
with them.

3. Once the topics for discussion are selected, the students
are divided into small groups which arc each assigned
one of the topics. In groups, students write at least one
question per person.

4. Either the teacher checks the questions, or they can be
exchanged from group to group for peer-editing.

5. The final set of questions is typed by a volunteer from
each group, with copies for all members of the class, the
teacher, and the visitor who should receive it prior to
the visit.

6. Before the visit, in a small group session, each member
practices reading aloud the questions, with pronuncia-
tion check by the teacher. At this time, students can, if
they wish, choose the particular question they want to
ask

7. During the visit, each group of students is given equal
time for discussion of its topic (e.g. five groups @ ten
minutes = 50 minutes of class). This avoids the usual
problem of getting stuck on one subject and never get-
ting to the rest of the topics.

8. Every student asks one question.
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9. As a follow-up to the visit, se.eral writing activities are
possible:
(a) Students write an account of the discussion that re-

sulted from their question.
(b) Students write a summary of the discussion of their

group's topic. This would include some information
about each question in the group.

(c) Students write a statement about each topic dis-
cussed.

(d) Students write about the topic that interested them
most, and explain why.

(e) Students write a letter of thanks to the visitor in
which they elaborate on one topic: why it was of
particular interest, for example.

This activity encourages practice in speaking and writing, and, if the silent
vote is taken, in reading as well. It focuses on the use of the interrogative, In
writing the explanation of their silent vote, students express personal prefer-
ences. The voting procedure reviews numbers. The written account of vari-
ous aspects of the discussion requires some simple note-taking, and the
thank-you letter focuses on an altogether different function in writing. The
students will acquire new vocabulary and strengthen their knowledge of a
variety of verbs (and control of their forms) in their work with the various
topics of discussion.

For classes in which the students' levels of proficiency in writing
range from intermediate-high to advanced, and where many can sustain an
advanced level in listening and speaking, a slightly more complex activity
might be appropriate and fun! This centers around the search for a murderer
and can be done over a period of several days, or even weeks, depending on
the amount of time the teacher wants to devote to it. The scene is set by giv-
ing the class this information: "Last night between the hours of 10 pm and
midnight, a horrible murder was committed. Half of you in this room are
suspects! To prove your innocence, you must find an irrefutable alibi." The
teacher then leads the class through these steps:

1. Divide the class in half. One half are the suspects; they
choose a partner with whom they claim to have spent
the previous evening. From the other half of the class,
students are selected to be the judge, the prosecutor, the
defense lawyer, and members of the jury.
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2. The class is given time for small group work. The sus-
pects work with their partners to create an alibi. At the
same time the other half of the class will divides into
groups of three or four to discuss the "crime" and the
questions they would like to have answered.

3. At the end of the small group session, the suspects are
instructed to write their statement of defense which they
turn in without letting their partners read it. At the same
time the lawyers submit a separate set of questions
which they intend to ask the suspects; these should be
based, in part, on the small group discussions in which
they participated.

4. After allowing enough time for accuracy check and self-
correction of the written work turned in thus far, the
case is brought to trial. As each suspect is questioned by
the lawyers, his or her partner leaves the room. Each
member of the jury takes notes during the proceedings
in an effort to find contradictions in the testimony of
one group of suspects. (A variation would be to tape the
proceedings and have the members of the jury listen to
the tape again before choosing the guilty party; this
gives additional practice in listening, and also makes it
possible to play back the contradictory testimony to the
two students who are found guilty.)

5. At the end of all testimony, each member of the jury is
instructed to decide who the guilty party is and to justify
his decision in writing.

6. After allowing enough time for accuracy check and self-
correction of this written work, the statements of tl.e
members of the jury are read aloud in class. A tally c I
the verdicts can be kept on the board, so that when t:ie
last one has been read, the guilty party is obvious.

7. When the trial is over, the judge writes a summary of
the proceedings, including the sentence chosen for the
criminals. This is also checked for accuracy and self-
corrected, then read aloud to the class.

This activity differs from the others in that the students do not nave the
same assignment. They all get practice in writing, speaking, and listening
but in different formats and at different stages of the trial. Some students

'1.i 1



Hannelore Jarausch and Clare Tufts 71

will be narrating and describing, some note-taking, and others summarizing.
The assignments are equally challenging, but this division of labor makes
students dependent on each other for the completion of their work. They are
motivated to do a good job, since the opposite could have a snowball nega-
tive effect on the steps that follow. The variety of assignments is also much
more interesting for the class and the teacher alike. In this activity, the sus-
pects practice using the indefinite past and the imperfect in their statements
of defense; the lawyers focus on the use of the interrogative; the members of
the jury use indirect discourse in their attempts to point out the discrepancies
in testimony; and the judge works with both the past tenses (in the summary
of the proceedings) and with the future (in the sentencing).

Once writing is a regular activity, both in the classroom and as
homework, it can be incorporated into testing. Because dictionaries are not
available, topics for which students have the necessary structural and lexical
skills must be choosen carefully. Since it takes a great deal more time for
students to "free write" on a test than to fill in blanks with verb forms, topics
should be simpler and shorter than on an at-home writing assignment, with
clear indications as to how much is to be written, which tests spelling and
vocabulary, a brief postcard, and similar descriptive topics. On a more ad-
vanced level, story-completion is very effective. The grading of such exer-
cises is more difficult, but a system of one-half for content and one-half for
form is satisfactory, albeit a bit subjective as to content. If what the student
says is incomprehensible, or irrelevant to the assignment, no credit is given.
If the student writes exceptionally well, extra points can be added. It may be
more tedious to grade such exam parts, but they are at least as important as
sentence transformations.

How do we evaluate our students' writing? If writing is a means of
communication, the focus should be on audience, thought, content, and
purpose, with accuracy as only one criterion among many. The teaching of
writing is not synonymous with error elimination. If only grammatical per-
fection is rewarded, students will limit themselves to producing error-free
prose, whether or not it is interesting or even meaningful. Students must be
made aware of just who their audience is before they tackle a writing assign-
ment. In real-life we always write for a reason, and there is always a real-life
receiver of the written text. This could be anyone, including the writer him-
self (as is the case with a shopping list, for example). In real-life we also
want to know that our text has indeed been received by its audience, and we
really don't expect to have our message returned to us covered with red ink
and suggestions for correction! It is important, therefore, for us as teachers
to spend a few minutes focusing on the appropriate reader response for any
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given writing assignment. If we have asked our students to take on a certain
mindset for the writing, then we must have a corresponding mindset for the
reading. We should not simply return the work with comments about the
grammatical structures.

This is easy enough at the higher levels of the language curriculum,
where it becomes fairly automatic. We comment on the student's analysis of
a literary work; we agree or disagree with his opinion on a political issue; we
notice his style; we congratulate him on his insight; we rave about his crea-
tivity. The weaker and/or lazier student will also receive the appropriate
reader response: a clear statement about the poor quality of the writing and
our degree of disappointment! At the lower level in the curriculum, the types
of responses that are appropriate for the audience (or reader) are as varied
as the topics that are possible for assignment. If our students write a post
card to their French teacher, then we give them a real-life response to their
message. Other ways in which the intended audience of the student's writing
becomes a real-lite audience if students write letters to French pen pals or
even to students in another class; the answers they receive will be authentic
reader response.

This "appropriate reader response" which the teacher must give to
the piece of writing is the first half of the job. Perhaps the most difficult
thing we as language teachers can ask oLrselves to do when presented with
certain types of writing is to concentrate only on that first half. This is espe-
cially important, for example, with a dialog journal in which we want to
maintain a real dialog in the target language while at the same time encour-
aging students to take risks in their expressive writing. For this, we must cre-
ate an atmosphere of trust by becoming an interested and uncritical interloc-
utor. It has been suggested that for certain types of assignments it is appro-
priate to avoid all negative feedback by underlining everything that is correct
in blue ink.

But students do make mistakes, and how do we best respond to
them? There seems to be a consensus that teacher correction has little effect
on the improvement of student writing but opinions are divided as to the
usefulness of student correction. Lalande (1982) states that writing improves
when all errors arc indicated by the teacher and students correct them. At
the other extreme is Semke (1984) whose research indicates that "corrections
do not increase writing accuracy, writing fluency, or general language profi-
ciency, and they may have a negative effect on student attitudes, especially
when students must make corrections by themselves" (p. 195). Most foreign
language teachers would probably agree with her statement that "the amount
of free-writing assigned often may be determined more by the amount of
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time a teacher has to correct it than by the amount believed to be most bene-
ficial to a student's learning" (p. 195). But are we willing to follow her advice
and respond only to content? Grammatical errors numerous enough to inter-
fere with understanding cannot be ignored, and even the less serious mis-
takes should be brought to the student's attention. A system of selective,
rather than blanket, error correction can be developed which changes from
level to level. All errors are not created equal and a mistake in past participle
agreement in level 1 is certainly less serious than incorrect subject/verb
agreement. Students in level 4 who make errors in gender should be penal-
ized more than beginners. Different types of writing assignments also re-
quire different standards. In-class writing will not produce the same level of
accuracy as an assignment that has gone through pre-writing, peer editing,
and revising before being turned in.

A correction code (Appendix B) simplifies the evaluation of writing.
By placing the symbol in the margin of a paper, the teacher can easily iden-
tify the types and frequencies of errors. This correction code is for levels 1-4
of French and can easily be adapted for other languages. It uses obvious ab-
breviations and symbols so that both evaluator and writer understand
quickly what the problem is.

Over the years some language teachers have also found an error ma-
trix helpful for keeping track of their students' writing errors. Ted Higgs ex-
plains how he uses such a matrix in his Spanish classes (pp. 673-78): he com-
bines it with a correction code, to create an "active-correction process" for
the students. They are responsible for correcting their mistakes based on the
hints the teacher with the code. The matrix helps the teacher discover the
weaknesses and track the progress of individual students, of the class as a
whole, and even across sections of the same course.

In its simplest form, the matrix contains an axis for the students'
names, an axis for the correction code, a column for the total number of er-
rors, and a space for the grade assigned. This type of matrix is appropriate
for all levels since a weight or value can be changed as the students move
through le% els. The final grade is based in part on the total number of error
points.

Assigning grades is certainly the most difficult and unpleasant part
of evaluating writing. If we reject the goal of grammatical perfection, while
reacting to errors based on their seriousness according to level, and accept
the focus on content, we must find a way to incorporate all of these ele-
ments. Claire Gaudiani's four point system in which there arc separate
grades for grammar and vocabulary use, stylistic technique, organization of
material and content (p. 20) is useful in evaluating upper-level writing, hut
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not appropriate for beginning or intermediate students. Wilga Rivers (1968)

also suggests a composite grade, based on grammatical accuracy, lexical

choice, variety of structure, and general idiomatic quality, with emphasis

changing as students acquire greater skill.
In levels one and two, a simpler, two-part system works well, since

what students can write is limited. One-half of the grade is based on a global
evaluation of content. Does the student write for his audience? Does he com-
municate his ideas effectively? The other half of the grade is for grammatical

accuracy. Using the error grid, the total number of points is added up for
each student. Then a graduated scale is devised whereby the lowest number
of points produces the highest grade. For instance, if the range of points
missed is from 8 to 30, 8-10 would be an A, 11-15 a B, 16-20 a C, 20-25 a
D. The curve changes, depending on error intervals in specific classes. The
grading sclae can vary from assignment to assignment, or from level to level.

The accuracy grade is then averaged with the content grade.
For levels three and four, when students are more skilled, one-half

of the grade is still based on the ideas expressed. Style and organization are
worth one-fourth, and the remaining one-fourth of the grade is for accura-
cy, using the same system as for levels one and two, i.e. establishing a curve
based on the error frequency in the class. This demonstrates to the students
that accuracy alone is not the goal of writing.

The principles and approaches of the writing across the curriculum
movement and process writing c.an help foreign language teachers enjoy
bringing writing back into their curriculum. The process can begin in the
first weeks of the elementary class, and continue throughout the subsequent
levels. Only when writing becomes an integral part of a well-articulated pro-
gram can students acF-...ve true proficiency.

Bibliography

Beaujour, Michel, Nancy Regaldo. R.S.V.P. New York: Harcourt, Brace &

World, 1965.
Brown, R. "Teaching Writing, or Cooking With Gas on the Back Burner,"

Die Unterrichtspraxis. 15 (1982): 289-292.
Cooper, Thomas. "A Strategy for Teaching Writing." Modern Language

Journal, 41 (1977): 251-255.
Dvorak, Trisha. "Writing in the Foreign Language." in 13. Wing, ed. Listen-

ing, Reading, Writing: 4nalysis and Application. Middlebury:
Northeast Conference, 1986.



Hannelore Jarausch and Clare Tufts 75

Gaudiani, Claire. Teaching Writing in the Foreign Language Classroom.
Washington: Center for Applied Linguistics, 1981.

:Iewins, Catherine. "Writing in a Foreign Language: Motivation and the
Process Approach." Foreign Language Annals. 19 (1986): 219-223.

Higgs, Theodore. "Coping With Composition." Hispania. 62 (1979): 673-78.
Houpt, Sheri. "Inspiring Creative Writing through Conversation." Foreign

Language Annals. 17 (1984): 185-189.
Fischer, Robert. "Testing Written Communicative Competence in French."

Modern Laiguage Journal. 68 (1984):13-20
Krashen, Stephen. Writing: Research, Theory and Applications. Oxford:

Pergamon, 1984.
Lalande, John. "Reducing Composition Errors: An Experiment." The

Modern Language Journal. 66 (1982): 140-149.
Magnan, Sally. "From Achievement Toward Proficiency through Multi-

Sequence Evaluation." in C. James, ed. Foreign Language Profi-
ciency in the Classroom and Beyond. Lincolnwood, National
Textbook, 1985. 117-145.

"Teaching and Testing Proficiency in Writing: Skills
to Transcend the Second-Language Classroom." in: A. Omaggio,
ed. Proficiency, Curriculum, Articulation: The Ties That Bind.
Middlebury: Northeast Conference, 1985, 109-136.

McKee, Elaine. "Teaching Writing in the Second Language Composition/
Conversation Class at the College I.evel."Foreign Language Annals.
14 (1981): 273-278.

Omaggio, Alice. Teaching Language in Context. Boston: Heinle and Heinle,
1986.

Popkin, Debra. "Dialogue Journals: A Way to Personalize Communication
in a Foreign Language." Foreign Language Annals. 18 (1985):
153-156.

Rivers, Wilga. Teaching Foreign-Language Skills, Chicago: University of
Chicago Press, 1981.

Semke, Harriet. "The Effects of the Red Pen." Foreign Language Annals.
17(1984): 195-202.

Smith, Barbara. "An Interview with Elaine Maimon," Writing A (TOAS the
Currkulum. Current Issues in Higher Education. 3 (1983-84):
11-15.

Troyanovieh, John. "How Defensible is Writing as an Objective in Short-
Term Foreign Language Experiences?" Foreign Language Annals. 7
(1974): 435-442.

Tchudi, Stephen. Teaching Writing in the Content Areas. Washington:



76 Hannelore Jarausch and Clare Tufts

NEA, 1986.
Weiss, Francois, Caro la Bogdahn, Peter-Michael Jorgens. Par ler pour. . . .

Paris: Hachette, 1982.

Appendix A

NOVICE-M1D

dehydrated sentences
scrambled dialogue
dialogue cornplt ion supply questions or answers
scrambled story four or five sentences are given out of order, students
must find the proper sequence
sentence completion "In the summer I like . . . etc.

matching pictures and captions

NOVICE-HIGH

Lists: Nouns
You are preparing dinner. Make a list of what you will buy
and where.

You are going on a trip to . Make a list of what
to pack.

You are getting ready for the fall semester. Make a list of
what to take back to school.
Create a menu for an imaginary restaurant. Be sure you in-
clude all major categories of food which compose a meal in
your foreign country. (Prices may he added).

Verbal expressions (infinitives)
Your son/daughter has just arrived home for vacation. Make
a list of chores for him/her.
You have just arrived at home. Make a list of what you would
like to do during vacation.

Your plans and projects for the summer: Make a list of what
you want to aecomplish.

You are going on a trip to Make a list of
things you want to see and things you want to do.

Your schedule: List your activities for a typical day/week,
with times and details.
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Make a list of what you would like to do, if you could do any-
thing you wanted.

Make a list of what you wish you had done in the past, if it
had been possible.

Dialogues: You are at a table in the cafeteria. A foreign student sits
down. Introduce yourself and find out as much as you can
about the other student.

you and a friend are at a cafe. Order for yourself, find out
what the friend wants. Include the waiter's lines.

You and your parents are out to dinner. Order for yourself,
for them and include the waiter in your dialogue.

You are taking the plane/train/bus. At the ticket counter, get
information about schedules and prices.

Sentence completion:
Coordinate, e.g. I like French because
Dependent, e.g. I wish that

I am going home so that
Relative, e.g. I hate women/men who
If clauses, e.g. If it snows tomorrow

Miscellaneous:
Supply hotel registration form, ask students to complete.

Weather report: write a weather report for tomorrow. Then
revise it according to what the wcather was really like.

Explain your likes and dislikes to the residence halls director,
so that you can be matched with an appropriate roommate.

Write directions for your French teacher on how to find your
dorm/favorite night spot/favorite restaurant.

Structured poetry: cinquins, calligramrnes, (concrete poetry),
haiku, etc.

INTERMEDIATE-1.0w

Notes:
You are going out. Leave a note for your parents (roommate)
telling them where you will be, with whom you are, when you
will be back.

Ask them to take care of something for you.



78 Hannelore Jarausch and Clare Tufts

Postcards:

Descriptions:

You are going out and want your roommate (friend) to join
you. Explain where you are, who will be there, how long, and
what you are doing.
Your roommate is out when his/her parents call. Leave a note
telling him/her that they will be coming to visit, with details
about their plans.

You are a parent, leaving your child for the evening/weekend.
Leave a note for the babysitter with instructions. Be sure you
tell him/her where you can be reached and what your child
may or may not do.
You are sick. Write a note to your foreign language teacher,
explaining what is wrong with you, how long you expect to be
absent and ask for the assignments you are missing.

Send a card to your teacher from Paris/Madrid/Berlin/
Moscow, etc.

Pretend you are eight years old aild at camp for the first time.
Send your parents a postcard.

You are a parent. Send a postcard to your eight-year old who
is at camp.

Send a card to your boy/girlfriend from Florida where you
are spending Spring Break.

Your flight to Europe has just landed. Send a card to your
parents that you have arrived safely. Include some details
about the trip/weather.
You are living in a space colony. Send a postcard home to
earth.
You are Romeo and have just been banished to Mantua. Send
a postcard to Juliet in Verona.
You are Hamlet. Send a card to your friends at the university
in Germany, telling them how things are at home.

You are Penelope. Write a card to your husband, Ulysses,
who has been gone for seven years.

You are Ulysses. Write to your wife Pelle lop:.

You are writing a tourist brochure about your region. De-
scribe its geographic features, climate and cultural/sports of-
ferings. Say why people should visit.
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You are meeting someone you have never seen before. Write
a description so that they can recognize you at the airport.

Describe a famous person, but leave out the name. Your class-
mates will try to guess who it is.

Describe a famous place, but leave out the name. Your class-
mates w:11 try to guess what it is.

Write a letter to a friend at home, describing your room at
school.

Describe your family in a letter to a French pen pal.

Describe yourself in a letter to a new French pen pal.

Describe your high school (or previous) foreign language
teacher to your present foreign language teacher.

You have just been given the name of your new roommate.
Write him/her a brief letter describing yourself.

Write to your best friend from high school and describe your
latest boy/girlfriend.

Describe your favorite season and tell why you like it.

Personal journal: Write three to five sentences in French every
day about what you are doing and how you feel.

Dialogue journals write questions and reflections for your
foreign language teacher to respond to.

Foreign language class journal write every day that you have
class, reacting to what has gone on, or using what you have
learned.

Miscellaneous:
You are applying to study abroad. Outline your academic ca-
reer fror.i the end of' high school to the present.

You are applying for a iiummer job. Outline relevant bio-
graphical information.

Write a want ad. Exchange with classmate and write letter ap-
plying for job. (teacher supplies examples in target language
of both ad and letter styles)

Supply captions for pictures/words for cartoon bubbles.

Your French friend wants you to go out with her cousin.
Make a list of questions to ask your friend about her cousin
to determine if you are willing to accept the date.
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INTERMEDIATE-MID

Short letters:

Deso,.frwions:

A friend is in the hospital. Send him/her a cheerful letter.

You are angry at your boyfriend/girlfriend. Write a short let-
ter telling him/her why.

Write a note to a friend inviting him/her to visit you during
the next vacation period.

You have spent a week at the home of friends at the beach.
Writc them a thank you letter.

Your grandparents have just sent you a wonderful present.
Write them a thank you lett,.r.

Write a letter introducing yourself to someone in another
French class. That person will answer.

Send your parents an invitation for ditiner at your dorm/
fratAity/sorority.
Write a letter to a French hotel (chosen from guidebook) re-
serving a room for a short stay.

You want to study in France. Write a letter to a French uni-
versity of your choice, asking for information.

You want to break a date but do not have the courage to con-
front your date. Write him/her a note with your excuses.

Your roommate is messy. Write him/her a note explaining
how you feel and ask him/her to "clean up his/her act."

A French student is planning to study at your university. Write
to him/her with information that would not be found in the
catalogue.

The ideal wife/husband.

The ideal professor.

The ideal student.

The typical student at your university.

The ideal parent.

The ideal child.

The ideal roommate.

An ideal vacation.
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What is an American? Describe a typical American. You will
read your description to some of your classmates who will
agree or disagree with you.

The stereotypical Frenchman. What stereotypes do Ameri-
cans have about the French? You will compare your ideas
with those in your class and come up with a "cliché" portrait.

Compare life in the U.S.A. today and in the 1960s.

You are an object (beach, car, book, etc.) of your choice.
How does the world look to you?

Rewrite a simple story in another tense.

Rewrite a narrative as a dialogue.

Rewrite a dialogue as a narrative.

Rewrite a simple story from the point of view of another char-
acter in the story.

Insert connector-words in paragraph/story.

Add adjectives and adverbs to make a story more interesting.

Reswnes of oral work:
Listen to a passage on tape, write a summary of what was said.

Interview with a native speaker. Prepare questions, then sum-
marize responses.

Students present skit. Others write what happened.

Misce llaneous:
You are a restaurant reviewer for your student newspaper.
Write a description of a restaurant you know well and tell
your readers why or why not they should go there.

You are a film reviewer. Write a review of a film you have
seen recently.

You are a fortune teller. Write a prediction for someone in
your class.

INTLRNILDIATE-HIGII

Descriptkm/kiirrution:
(io to a park and describe in detail what you see.
You have lost your wallet and you go to the "lost and found
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office" to try to find it. You must describe the wallet and its

contents.

Hand out several xeroxed pictures of people in interesting or
strange places. Take the picture you find the most interesting
and describe the situation and the setting. Give as many de-
tails as possible what time is it, what is the weather, where
does this take place, what is the atmosphere, what are the
smells, what are the noises, etc?

Talk about your work schedule as u student. How do you or-
ganize your time?

Describe the worst vacation you have ever had.

You have witnessed an accident. Write the police report.

Hand out an interesting or unusual picture that has at least
two people in it. Create a "story" about the people in this pic-
ture, beginning at a point in the past and bringing them up to
the moment the picture was taken.

(Have students make four lists on the board: List 1 will have
20 names of people in general, celebrities, professional titles,
job descriptions, etc. List 2 will have 20 place names. List 3
will have 10 dates, times, seasons, historical periods. List 4
will have 10 different weather or atmospheric conditions.
Write the items of separate slips of paper, divide them into
four stacks by category, divide students into groups of two or
three.) Choose a representative for your group. Each repre-
sentative will draw items from the stacks: 3 from category 1, 3
from category 2, 1 from category 3, 1 from category 4. After
reading the eight items your representative has collected, brain-
storm in your group for 5-8 minutes about possible scenes/
stories that can be created around the items. At home you will
each write your own version of the story.

What is the funniest thing that ever happened to you? Re:ount
in detail the circumstances (where were you, what were you
doing, who were you with, . . . '?)

Imagine that you are a writer in the year 2050 who is asked to
write your biography. Write about your whole life, including
some details of your death (when, where, how, etc.). Use the
third person pronoun as subject, since you (the writer) are
writing the biography of someone else (you the person).
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Look out your window and describe two people you see. Ex-
plain in detail what they are doing, what they are wearing,
what they look like, etc.

Relate an incident that occurred in your life in which it was
extremely embarrassing to have arrived late.

Choose a classmate and exchange three letters with her/him.
(After letters have been corrected, have them read in class.)

You are in jail in a foreign country. Write a letter to your par-
ents explaining what happened and what you would like them
to do.
You are unhappy with your grade in your FL class. Write a
letter to your teacher explaining why it should bc changed.

Advice columnist: Write a letter in "Dear Abby" style. Ex-
change with someone in class and answer the letter with ad-
vice.

Miscellaneous:

Directions:

ADVANCED

Explain a typical American holiday to a foreign friend (Hal-
loween, Thanksgiving, Fourth of July).

Imagine that you are the professor. What would you do?

Imagine that you are the president of your university. What
changes would you make?

Name three things that you are afraid of, and explain why.

A young Frenchman(-woman) who is coming to visit you will
rent a car at the airport. Wi he the directions for him/her to
follow to get to your house.

Write directions for how to play your favorite sport/game.

Imagine that you are late for an appointment. You have abso-
lutely no fAcuse for your tardiness. Invent a completely unbe-
lieveable story to use as an excuse.

Imagine that in ten or fifteen years there is no gasoline left.
How would we go long distances? Think of several solutions
to this problem, and explain them in detail.
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"The family is an institution that is dying." Discuss the pros
and cons of this statement.

Does France have a good reputation in our country? Why or
why not?

Is a society without classes possible?

For or against the death penalty what is your opinion?

What do you think about advertising? Choose an ad that you
like, another that you don't like, and explain why.

Do the kinds of clothes people wear make a difference? Ex-
plain, giving examples.

Choose a painting you like. Des'.7ribe it, then imagine that it
comes to life. What happens?
Give students an excerpt from a literary work, and have them
analyze the style in class. Have them write on a similar topic,
imitating the techniques of the author.

Look out of your window and take the first person you see
whom you do not know personally. Imagine what this per-
son's life is like.

Relate a turning point in your life.

((iive students a French cartoon.) Explain what is funny
about this cartoon.

Is it possible to be smart, sensitive, and happy? Explain.

Choose a book that influenced you. Describe the book and
how it c:ainged you.
Compare the enjoyment you get from reading a novel to that
of seeing a film.

You have received two failing grades for the semester. Explain
this to your parents in a letter.
Retell the story of Little Red Riding I loud from the point of'
view of the wolf.

Are you for or against living together before marriage? Justify

your opinion.

For or against a language requirement?

Should there be a universal language?

What is your idea of utopia?
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Appendix B

Correction Code

angl anglicism (inappropriate translation from
English)

art article

aux wrong auxiliary (avoir vs. etre)

gender (masculine/feminine)

int

ni

infinitive needed here

mode (subjunctive vs. indicative)

n/a noun/adjective agreement

placement (adjective, adverb, negation, etc.)

pn pronoun

prep preposition

sp spelling (includes accents, contractions,
elisions, etc.)

s/v subject/verg agreement

tense

vocabulary (wrong word)

X delete, not necessary

not clear

A something is missing

nicely done!



Learning Via the Socratic
Method:
The Use of the Concept Attainment
Model in Foreign Language Classes

Marie-Cécile Louvet
Montgomer) Count) Public Sthools

Teaching grammar is an important but arduous task in a foreign lan-
guage class. Students enjoy listening, speaking and reading but often write
carelessly, find linguistic explanations obscure and do not usually' draw
much lasting understanding from mai or written drills. This is one example
of the difficulty that students haY, in grasping abstract concepts which are
not part of their daily experience. The strategies presented here lead students
to discover concepts through discussions of examples which embody them.
They follow the Socratic method and "help children develop powers of un-
derstanding, thinking and communicating." (Kay and Young, p. 158). Main-
taining students' self-confidence and motivation is essential. These strategies
prevent the discouragement spoken of by Galloway (1981, p. 27) who warns:
"Selling students on the idea of communication and then offering crash
courses in verb forms, does little more than confuse and alienate all hut the

most grammar hungry students." They use and further develop the students'

knowledge of the language by fostering discussion in thi, Preign language.
They are applicable to classes with students who have a wide range of prot'i-

cienc wtt avoid the subdivision of classe.,; according to eompetency. 'The
concentrated work compensates foi the small numbet of contact hours gen-
erally available. Although the majority of examples presented deal with the
attainment ot concepts in grammar, there are also some exciting applications
of these st rategies to ..terature and social studie:, in immersion classes, wheh

will be discussed only briefly.
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The Concept Attainment Model

The Concept Attainment Model is a teaching strategy developed by
Joyce and Weil in their book Models of Teaching. It is based on Bruner,
Goodnow and Austin's Study of Thinking, in which they analyze the nature
of concepts and how they are acquired. "For Bruner and his colleagues, a
concept has three essential elements: instances, which are positive and nega-
tive examples of the concept; attributes, which are the characteristics which
define the concept; and attribute values." (Hamilton and Tucker, 1984, p.
10). Joyce and Weil give, as an example, the concept "apple," which has at-
tributes such as color, shape, taste and size. In the case of color, the attrib-
ute values can be yellow, green, or red. They do not include black or purple.

The question asked by Bruner: "How do people achieve the informa-
tion necessary for isolating and learning a concept?" (Bruner, et al, 1977) is
closely related to the question asked by foreign language teachers: What in-
formation must a student isolate in order to learn a grammar rule? Joyce
and Weil (1980, p. 27) use Bruner's definition of a concept and develop three
different strategies of concept attainment: The reception, selection and "un-
organized materials" strategies. The first of these is particularly applicable
to the study of grunmar. The selection strategy, although applicable to the
learning of grammar, is most suited to concepts in literature or social studies.
The last strategy lends itself to more diffuse concepts of an ethical and moral
nat ure.

The Reception Strategy

This strategy is the most structured. The students will need to be
guided during the first few classes, as it is very important that they under-
stand precisely how it works. After choosing a grammar rule to be studied,
the teacher creates sentences which illustrate it (positive exemplars) and sen-
tences to which it does not apply (negative exemplars) and writes them on
the board labeling the examples as positive and negative. This strategy is ex-
cellent for teaching grammar since the attributes of the concept to be learned
a:e usually very limited, quite precise, and non-negotiable.

During the first part of the class, the students analyze the positive
exemplars and deduce what attributes they have in common, contrasting
thcm with the absence of these attributes in the negative exemplars. They
then develop hypotheses concerning the concept they have to discover. If
these hypotheses are wrong, they are asked to reexamine the attributes of
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the positive exemplars. Depending on the receptivity of a particular group
of students, the teacher might help in this phase by manipulating the flow of
data through the particular sequencing of the examples. This will have an in-
fluence on the difficulty or the ease with which the students come to grasp
the concepts. Once a student has expressed the right hypothesis and has dis-
tinguished the "critical" attributes of the positive exemplars, s/he can then
try to state a definition according to these essential attributes.

During the second part of the class, the students are asked to identify
unlabeled examples and classify them in the positive or negative columns.
The teacher then confirms the validity of the hypothesis and, if appropriate,
names the concept. The students then generate their own examples and, in
the last part of the class, analyze and describe their thinking: how did they
arrive at their hypotheses? Dit" they have a broad hypothesis, or did they fo-
cus on a narrow view? "The three major functions of the teacher during re-
ception oriented concept attainment activity are to record, prompt, and pre-
sent additional data" (Joyce and Weil, 1980, p. 40).

The Selection Strategy

While in the reception strategy the exemplars are labeled in the first
phase as positive and negative, in the selection strategy they are unlabeled,
that is, the teacher does not tell the students beforehand which exemplars il-
lustrate the rule and which do not. It is therefore their responsibility to dis-
cover which are positive and which are negative and to group them in order
to develop hypotheses about their attributes. This of course presents a
greater challenge ard is useful for the more advanced students. The second
and third parts or the lesson are the same as in the reception strategy.

The "Unorganized Materials" Strafe*

This is thc most successful stratey for advan,:ed students dealing
with literature, or social studies immersion classes. A', Joyce and Weil (I 9S0.
p. 41) state: "The real benefit of concept attainment ecur!, when we begin to
apply it to unarranged material to help us become aware of the attributes em-
ployed. Verbal assertions ol concepts appear throughout written material,
and the attributes on which their concepts are based are not always explicit."
It is particularly useful when a teacher wants the students to locate and name
a concept (and identify its attributes) used by a writer in a :pecific text and
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then compare that example to passages using the same concept found in the
work of other writers, but exhibiting different attributes. Using this model is
more difficult, since the process demands from the teacher a deep knowledge
of the subject matter, fine judgment to evaluate quickly what is happening
during the progression of a particular lesson, sensitive reactions towards the
students so that they are led to think further arid not turned off if they feel
their ideas are not listened to, and, finally, good managerial skills. The best
results will be excellent class discussions in which, for a specific concept, the
appropriateness of one attribute, rather than another, is aiscussed by the
students.

In all three strategies, the students use analytical and evaluative
thinking skills during the phases of a concept attainment lesson, focusing on
what the teacher want them to learn, on the general content of the -,ubject
matter, and on what process they are using.

French Grammar Units Using the Reception Strategy

The specific example presented here is the unit on the passe compose
(the present perfect) versus the imparfait (the imperfect). These concepts
seem to present difficulties to students. Although the same distinction exists
in English, the French language is extremely demanding in the proper usage.

The unit starts with sentences using the past, present, and future
tenses with hier (yesterday), aujourd'hui (today) and demain (tomorrow).
The first concept to be reviewed is that of the present tense. In the left col-
urnn (the column of the positive exemplars), sentences using verbs in the
present are given. On the right are the negative exemplars: sentences either
in the future or the past, which do not illustrate the concept being reviewed.
In all the following exemplars, only one sentence describing each attribute is
given. Of course the teacher should prepare many of them to help the stu-
dents deduce the attributes to be discovered. Through their discussions of
the attributes of the sentences in both columns, the students propose hypoth-
eses of what the concept might be that links all those labeled positive and op-
poses them to those labeled negative. Depending on the level of the class, the
students might discover that the present in French has four different uses:
first, a description; second, an action in the process of taking place (the pro-
gressive present in English); third, an habitual action; and fourth, an action
taking place a discrete number of times. The unit therefore helps the stu-
dents discover the diverse aspects of the present tense in French.
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Positive exemplars

Description:

11 a les cheveux bruns.
(He has brown hair.)

Progressive:

11 pleut tres fort maintenant.
(It is raining very hard now.)

Habitual action:

II va a l'ecole le matin.
(He goes to school mornings,)

Negative exemplars

L'et prochain, je partirai
en France.
(Next summer, I will go to
France.)

91

Nous serons en vacances dans
trois mois.
(We will be on vacation in three
months.)

Quand j'etais en France, je
n'aimais pas ce restaurant.
(When I was in Francc, I didn't
like this restaurant.)

Discrete actions; 11 a mange du poisson hier.
(Ile ate fish yesterday.)

11 va a l'école trois jours
cette semaine.
(He goes to school three days
this week.)

The second concept of the unit is that of the past tense. In the left

hand column, examples of past actions are written on the board with no par-
ticular distinctions (using both the "passe compose" and the "imparfait"). In
the right hand column are "non-exemplars". that is, sentences with actions
taking place in the present. The studerns have to think of where they are in

time and whether they arc talking about something in the past or in the pres-

ent.

Positive exemplars Negative exemplars

II a plu tres iOrt hier. Aujourd'hui, let udie.
(Yesterday it rained very hard.) Today I study.)

ratinec pass& j'etais en
cinquieme.
(Last year I was in scv 11:11
grade.)*

Cc scir (implying that it is evening at
the moment when the statement is made)
ii n'y a que de la soupe,
(Tonight there is Only soup.)
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11 parlait beaucoup en classe. II fait froid cet hiver.
(He spoke a lot in class.) (It's cold this winter.)

*In France, grade levels start at age six with the 12th and go up to the first.

Finally, the unit comes to the concept that has created great difficul-
ties and has been the cause of numerous student mistakes, the differences be-
tween the use of the passé compose and the imparfait. In French, as we have
seen, the present tense has four functions. In the past, three of these func-
tions (description, progressive action and habitual action) are subsumed by
the imparfait. The fourth, discrete action, is expressed by the passe compose,
which implies a single event or a limited number of actions in the past with a
stated or implied beginning or end. Therefore, the teacher develops positive
exemplars (in the left-hand column) which include description, habitual ac-
tions, or actions in the process of taking place. In the right-hand column, the
non-exemplars show a single event or an event repeated a limited number of
times (in the past) using the passé compose.

Positive exemplars

Description:

A la fin de l'examen, j'etais tres
fatigue.
(At the end of the exam, I was very
tired.)

Progressive action:

Au moment de son arrivee, toute la
famine regardait la television.
(When he arrived, the whole family
was watching television.)

Habitual action:

Dans le bon vieux temps les jeunes
ohessaiem a leurs parents.
(In the good old days, young people
obeyed their parents.)

Negative exemplars

rai ete malade dimanche dernier.
(I was sick last Sunday.)

rai vu un bon film hier soir.
(I saw a good movie last night.)

Pierre est parti hier matin.
(Pierre est parti hier matin.
(Pierre left yesterday morning.)
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After the students analyze both the positive and the negative exem-
plars, they are generally able to distinguish the two and define the attributes
of both columns. They establish the features of the imparfait, which include

description, and habitual or progressive action. In contrast, the passé corn-

pose is used when the action in the past is specific, delineated and delimited.
This unit might end with the creation, on the part of the students, of

sentences using both the imparfait and the passé compose contrasted with

sentences using two imparfait tenses.

Imparfait + Passe Compose

Pendant qu'il dormait le chien a
aboye.
(While he was sleeping, the dog
barked.)

Pendant qu'elle lisait, assise a la
table de la salle A manger, le
telephone a sonne.
(While she was reading, seated at
the dining table, the telephone
rang.)

Imparfait + Irnparfait

Pendant qu'il dormait, le chien
aboyait sans cesse.
(While he was sleeping, the dog
was barking continually.)

El le lisait, perdue dans ses pensees,
alors que le telephone sonnait dans le
lointain sans attirer son attention.
(She was reading, lost in her thoughts,
while in the distance the telephone
was ringing without attracting her
attention.)

This teaching model reverses the teaching process: usually it is the
teacher who is the sole source of information and the students passively re-

ceive the "knowledge" they have to acquire. Teaching via the Concept At-

tainment Model is conducive to the Socratic method, allowing the students

to discover the grammar rule by themselves, with the teacher only restating
what they have already verbalized. Throughout these exercises, the teacher
is asking the students to think conceptually about what they are studying. lt
is through their responses that s/he can determine when they have attained a
concept and when they are only repeating words or rules without full con-

ceptual understanding.
These grammar units can be adapted using the selection strategy.

The students are presented with unlabeled exemplars, which pose a greater
challenge and require a higher level of fluency in their language as they have

to engage in discussion immediately.
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Social Studies Example In An Immersion Class Using
the Selection Strategy

The selection strategy is appropriate when students have encoun-
tered a concept but have not pulled together all its attributes and characteris-
tics. For example, in a 7th grade world studies immersion class the concepts
of rural and urban appear many times and their opposition and contrast is
not always fully understood by junior high school students. Many of them
live in suburbia and therefore the concept of city and the importance of its
development in Western history is one the students must acquire. Examples
of rural and urban are presented without labels, which lead the students to
discuss the various attributes. This is the perfect definition of what immer-
sion is all about as the students are dealing with the very content of their
world studies curriculum while they are learning new vocabulary in the sec-
ond language in a natural way.

At the beginning of the unit, the teacher puts on the board state-
ments in French referring to all the characteristics which have been touched
upon in connection with the concepts country and city in the previous weeks.
These may include: limited and poor transportation, most of the people were
farmers, markets were the center of social life, etc. Since the social studies
curriculum does not have many examples relating to rural life, this part of
the lesson can be used to review some of the vocabulary the students have
worked with at the elementary level, the very vocabulary which is directly
associated with country living. This is another example of how in immersion
both language and learning of concepts are always intermingled. Here, in so-
cial studies, in order to capture all the characteristics of the concept "rural",
the students review, or "relearn" some of the rich vocabulary of children's
qories. Here are a few sentences picked at random.

jardinier prend soin des arbres fruitiers.
(The gardener takes care of the fruit trees.)
Julien fauche son foin.
(Julian mows his hay.)
L'eau du lac fait tourner le moulin.
(The water of the lake turns the mill.)

As the two concepts become more precise, the students are asked to work in
groups and to come up with sentences in French describing them. 'They then
write these examples on the board, unlabeled, and ask the rest of the class to
list them as positive (urban) and negative (rural). During this phase of the
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lesson, the students are asked to keep a record of all the "attributes," the se-
lection of which engenders particularly interesting discussions. For example,
why is it that large cities have museums? And it is exciting to note that stu-
dents themselves discover that they exist because the financial and cultural
resources available in a city are such that they produce museums and cul-
tural centers.

Examples in Advanced Language or Social Studies
Immersion Classes Using the "Unorganized

Materials" Strategy

In the previously described strategies, the students were led to an un-
derstanding and naming of a concept through an examination of attributes.
In the present strategy, the students start with concepts whose name is fainil-
iar, for example freedom or democracy, but whose attributes they have never
explored in depth. Often they do not realize that many cultures use the same
name for a given concept but associate with it not only different attributes,
but at times almost opposite, contradictory ones. In the lessons described
here, a comparison is made of excerpts from various literary works and so-
cial studies textbooks containing concepts denoted by the satne name but de-
fined by different attributes. The students come to a deeper understanding
of the concepts as they work at defining the wide range of attributes.

The following example of the "unorganized materials" strategy arose
in response to the required seventh grade World Studies curriculum, taught
in French in the immersion classes. Although this curriculum is composed of
unrelated unit!., the concept of freedom appears in conjunction with both
the Middle Ages and the Soviet Union. This strategy of the Concept Attain-
ment Model is well adapted to helping the students discover the attributes
which describe the notion of freedom in each era and society, and to appre-
ciate the complexity of this concept.

As a first step, before any class or group work is organized, the stu-
dents prepare individually, as homework, a series of statements which de-
scribe and define their idea of freedom. These are picked up and put in a
folder for future review. The next day, the teacher writes on the board a
number of categories of people (these can be changed depending on the com-
position of the class, the social background of the students, and where the
school is located). Some of these categories might be:

liousewives in suburbia.
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Old people on retirement living in an inner city.
Students in a junior high school.
Farmers in Iowa.

The class is divided into small groups, each group representing one of the
above categories. Students now have to think of who they are, as members

of their particular group, of how they might spend their day, where they go

when they are sick, whether they go on vacation, etc. The result of their re-
search will be a well-written paper in French describing their lives and defin-
ing what freedoms their particular group has and what attributes diey asso-
ciate with freedom. Each paper will be presented to the class, the teacher act-

ing only as moderator or guide. The students slowly become aware that free-

dom for one group is not defined by the same attributes as freedom for other

groups and that the freedom of one group may impinge on the freedom of

the others.
After this exercise, the teacher focuses on the discussion on the place

in the curriculum where the concept of freedom arose, viz., in conjunction
with the growth of cities in the Middle Ages. The class is again divided into
small groups, which now represent categories pertinent to the Middle Ages:

serfs, peasants, tradesmen, craftsmen, lords, knights, etc. They research and

read all the materials in French in the classroom (and elsewhere) which de-

scribe how each of these groups lived. These materials are supplemented by

portfolios of pictures (taken from paintings of that era), depicting the black-

smith, the knight, the life in the castle, etc. The students are thus immersed,
through both the pictures and the texts, in the subject they are studying. It is

out of this research that the attributes of the concept of freedom within the
context of feudal society are understood by the students. And again each
group writes a paper to be presented to the class describing how, from within

their segment of medieval society, freedom would be defined. It is then, at
the end of these lessons, that the teacher turns to an in-depth study of several

passages. One of these is the section from the Grande Encyclopedie Larousse,
volume 12, on Libertes Pub liqu= L'evolution de la notion de liberte, p. 7121.

In the previous example, the students come to understand that the
attributes that are associated with the concept of freedom are different in

different eras. In the next example, dealing with the concept of freedom as it

arose in conjunction with the study of the USSR, the students come to un-
derstand that even at a given time in world history, the concept of freedom
is associated with different attributes depending on the society. Excerpts are

taken from encyclopedias from the United States, France, and the USSR (of
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course, the material from the American and Soviet encyclopedias is trans-
lated into French). These examples help to reveal how, in the present, the at-
tributes of the concept of freedom depend on the difference of culture and
society. (A complete text of a social studies unit using the "unorganized ma-
terials" strategy is available from the author at 7402 Ridgewood Ave.,
Chevy Chase, MD 20815).

Conclusion

These new teaching strategies are exciting for the students, forcing
them to think and participate more actively in class. The students are led to
discover the grammar rules or the concepts to be learned through their own
analysis of the examples, using their oral skills in the foreign language and
with less emphasis on the written drills. Their comprehension of these rules
and concepts, as manifested in their speaking and writing, is clearly superior
to that acquired through repetitive drills or linguistic explanations. Classes,
rather than being a drudgery, are transformed into a game of discovery; stu-
dents learn new skills which make them feel good about their language and
intellectual skills as well as about themselves in general. The classroom be-
comes a place where the students can be wrong and not be penalized, where
they are encouraged to speak up, venture ideas and present hypotheses. As
Kay and Young (1986, p. 158) state: "Through oral defense of their opinions
and participation in sustained, free discussion, students are able to develop
better self images, which affects their motivation to learn." The skills ac-
quired by students using the strategies of the Concept Attainment Model are
particularly well adapted to helping students learn content and reflect on
their thinking processes.
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The Newspaper and the Five
Skills
Donna Reseigh Long and Linda L,. Harlow
The Ohio State Univershy

Introduction

Materials like newspapers, magazines, radio, and television broad-
casts are often suggested as motivational sources of authentic input for en-
riching or replacing textbook activities. The present article seeks to synthesin
the literature on authentic materials and relate it to the five skill areas: read-
ing, culture, speaking, writing, and listening. In addition, it provides practi-
cal suggestions for applying the research findings to the development of class-
room activities. While it is understood that print media are by their nature
reading texts, the authors wish to capitalize on both the availability and mo-
tivational quality of such resources and extend their use in authentic ways to
other skill areas.

Authenticity

The question of authenticity of input used in language instruction
has recently become prominent within the profession. In a lay sense, the
term "authentic" is generally understood to mean "genuine o- real," and it is
precisely nu interpretation of that term that has given impetus to the current
polemic. In practical terms, it means choosinq whether to use materials cre-
ated by and for native speakers versus those created for pedagogical pur-
poses,

Essentially three distinct definitions of authenticity can be found in
the literature. Widdowson (1978) has posited the idea that authenticity re-
sides within the receiver, not the sender. It is a quality that only the reader
may determine by virtue of having interacted with, and comprehended, the
target language. In Widdowson's terms authenticity has to do with the receiv-
er's response to linguistic input. Swaffer (1985), on the other hand, puts the
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onus of authenticity on the message itself. She contends that if the principal
intent of a text is to communicate meaning, then the text is by nature authen-
tic, whether intended for native speakers or for second language learners.
Because the majority of materials for the latter group are developed with the
objective of teaching specific grammar structures, vocabulary, and cultural
information rather than with communicating information, they do not meet
Swaffer's criterion of authenticity. Representative of the third point of view,
Rings (1986) points out that the language situation itse important in es-
tablishing authenticity. Not only the speaker, but also the instructional situa-
tion must be authentic in order for language structures and content to be au-
thentic. Stated simply, authentic texts must be set within an authentic context.

While the topic of authenticity has been hotly debated, very little em-
pirical evidence about the effects of authentic materials on student achieve-
ment has been reported. As one would expect, most of the relevant research
has focusvd on acquisition of reading skills. While some researchers have
found that simplified materials produce superior comprehension (Klare,
1978; Davies, 1984). others have discussed positive results using authentic
reading or listening materials (Levine and Haus, 1985; Duquette, Dunnett
and Papalia, 1987). Clearly, there is a need for further investigation. In the
meantime, however, authentic materials seem to be a logical basis for in-
structional activities, and informal classroom observation indicates that
learners enjoy using them.

Print Media

The purpose of the present article is to focus on texts found in news-
papers and magazines published by and for native speakers of French and
Spanish. These two forms of popular media were selected over literature or
other varieties of authentic materials for several reasons. Because newspapers
and magazines have a contemporary focus on many areas of common inter-
est such as sports, social life, entertainment, politics, and economics, they
have a great deal of natural appeal for adolescent and adult second language
learners. In addition, such publications are readily available on the news-
stands in many areas of the United Stat With even a single copy of a news-
paper or magazine, one can create a n_ultitude of interesting, authentic lan-

guage activities.
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Use of Authentic Materials to Teach Second
Language Skills: Focus on Reading

Teaching students to read in a second language comprises the most
logical application of print media. Yet author-generated texts are still the
norm in foreign language textbooks, at least at the first year level (Beatie,
Martin, and Oberst, 1984). Beattie et al recommend that future textbooks
contain a selection of materials of a more challenging stylistic range and con-
tent thm force the learner to read for comprehension, all of which can be
imply found in authentic language samples.

Although a common criticism of the use of authentic materials is a
perceived inability of the learner to process the complexities of authentic lan-
guage, the difficulty level of a reading exercise may actually be more depen-
dent upon the comprehension activities than the text itself. Rather than
teaching reading with graded texts, Grellet (1981) advocates using graded ex-
ercises and authentic texts.

Bernhardt (1984) argues for the use of natural materials from an
information-processing perspective in foreign language reading. Along with
other researchers (see, for example, Levine and Hause, 1985; Johnson, 1981),
she maintains that activitating learner's schemata, or background knowledge,
is more effective in aiding comprehension than the use of linguistically sim-
plified materials. Edited texts that result from the simplifying process often
impede comprehension, since many cohesive features, such as redundancies
and discourse indicators tend to be eliminated in the process. In addition,
real discourse presents structures and vocabulary in natural surroundings
and in a natural sequence, that of frequency of occurrence (Tetrault, 1984).

Finally, the acquisition of a second language as defined by Krashen
and Terrell (1983) is based upon comprehensible input. Both written and
oral authentic materials are a major source of this input. Authentic texts at
the i 1 level (slightly beyond the students' level of competence) are used
primarily for acquisition purposes, and texts at higher levels are used for the
development of coping skills.

Focus on Culture

By carefully selecting journalistic texts, instructors can provide their
students with information from the perspectives of a society's contributions
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to civilization, as well as that J everTlay life. Because newspapers and mag-
azines offer "snapshots" of various segments of the target culture, they are a
logical medium for cross-cultural analysis. Several second language research-
ers have investigated the effects of newspapers on cross-cultural understand-
ing (see, for example, Blatchford, 1986; Monica, 1979) and found them to
be effecti.'e sources of input. In the related literature on schema theory,
however, there is abundant evidence that, when learners lack prerequisite
cultural background information, input cannot be linked with existing cog-
nitive structure, and comprehension cannot take place (Steffens, Joag-Dev
and Anderson, 1979; Reynolds, Taylor, Steffensen, Shirley and Anderson,
1982; Johnson, 1984). Nevertheless, with appropriate preliminary activities,
such as schema activators, advance organizers, and pre-reading exercises
(see, Omaggio, 1986, for examples) print media not only provide learners
with cultural information, but also offer them opportunities to strengthen
their analytical skills (Seelye, 1985).

Focus on Writing

Authentic reading materials also lend themselves to the improve-
ment of .stxond language writing skills. It has often been stated that to get
students to write, they must have something to write about. Culturally au-
thentic readings fulfil that very goal by providing coverage of contemporary
topics of high interest, with a natural embedding of vocabulary necessary to
discuss or write about thc subject. In addition, if the goal is to teach real-life

use of language, it is impossible to separate reading comprehension from
other skills, including writing. In realistic situations, reading an article, ad-
vertisement, or editorial may lead naturally to some type of authentic writ-
ing activity, such as writing a letter, summarizing, notetaking, or simply
writing a note to oneself about a future endeavor.

Finally, numerous studies in first language research have pointed to
a positive link between quality of writing and the quantity of reading one
does for interest or pleasure (see Krashen, 1984, for a review of the research).
Krashen hypothesizes ihat large amounts of reading give the writer a feeling
for the look and texture of good writing, whether it is in the first or second
language. Thus, the use of authentic readings in second language instruction
may also play a role in the improvement of overall writing performance.
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Focus on Speaking

Similar to writing, linking reading comprehension to speaking is a
natural extension of utilizing print media. In real life we often react verbally
to something we have read. Second language instruction mirrors real life
when students are encouraged to react orally to authentic readings in the
form oi* expressions of emotion or appreciation, discussions, or debates.

From a communicative perspective of language teaching, the read-
ing of authentic texts may serve to generate two types of Littlewood's (1981)
functional communicative activities. In the first type of activity one learner
summarizes the contents of a text recently read while his/her partner asks
pertinent questions. Here, information is shared, not unlike when a husband
and wife discuss an article that only one has read. In the second type of activ-
ity in which both participants have read the text, processing of information
is the goal. Communication results from the need to discuss and evaluate the
facts, to argue, justify, or persuade in order to solve a problem or reach a
common decision. In short, it i. the print media that provides the stimulus
for sharing and processing information, both valued goals of foreign lan-
guage instruction.

Focus on Listening

Although print journalism differs radically from radio and television
journalism (see Weissenreider, 1987, for a study of Spanish news broadcasts),
written texts can be used as a basis for listening practice. Like speaking and
writing skills, listening activities based on print media require a three-step
process: reading, comprehension, and application. Reading aloud a newspa-

per or magazine article, as a text for listening comprehension activities, does
not achieve the intended purpose, because the principle of authentic lan-
guage use is violated. In real life, for example, listening skills arc focused on
newspapers and magazines during conversation, when seeking additional in-
formation about something one has read, and when comparing a newspaper
article with a radio or television news story. Because prim media are not
forms of oral discourse, students should first read the text and then focus on
authentic response formats that incorporate listening skills. Lynch (1982, p.
13) cautions that the normal objective of listening is not to score points nor
to answer comprehension questions, but rather to "perceive, process, and
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act on information in its broadest sense and for a wide variety of motives."
Response formats should allow learners to exercise their own preferences
and concentrate on details that are of personal interest to them. As such, au-
thentic listening activities will often require oral or written responses.
Whether those responses should be in the native or target language must be
determined by the proficiency of the learners and the logical, intrinsic de-
mands of the activity itself.

Guidelines for Preparation of Materials

W?;en using print media in the classroom, care must be taken in the
presentation. In order to be effective and appreciated by the learner, the
choice of text, its visual appearance, and the construction of activities must
all be carefully planned.

Certainly, a text must be chosen for its intrinsic value in order to en-
courage student interaction. Texts which relate to students' background
knowledge are likely to be comprehended with less effort following a
schema-theoretic view of reading. The difficulty level of a text is another
consideration, particularly when teaching with a specific proficiency level in
mind. Even within a text uniformity of level may not be present. In such
cases, Child (1986, p. 105) suggests selecting certain portions of text, editing
some sections, or rejecting the text as unsuitable.

The visual appearance of a text should be an overriding concern
when preparing the materials. Poor print quality only adds to the learners'
task and causes unnecessary frustration and anxiety. A clear copy of the text
is essential. A slide or transparency can also be made if one wishes to focus
attention on a central point.

To make the reading more accessible to students' comprehension,
glossing may be helpful, if kept to a minimum. To maintain authenticity,
Grellet (1981) suggests that the text be presented as it first appeared, with the
same typeface, space devoted to the headlines, and accompanying picture.
A message is conveyed to the reader through its original physical appear-
ance, and information may be lost with alteration.

Once a text is ca-efully chosen with attention paid to its appearance,
activities must be constructed to maximize student comprehension and inter-
action. Although the literature abounds with suggestions for different types
of strategies (for an excellent review, see Philipps, 1984) generally three types
of exercises are utilized. Pre-reading ac..-tvities enable the reader to form ex-

1 J1
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pectations for the content they are to read. They teach students specific strat-

egies needed to decode text, such as guessing from context, skimming, scan-

ning, and working with word families. Mid-reading activities in the form of
adjunct questions embedded in the text or located adjacent to it can be used

to maintain students' involvement with the narrative (Melendez& Pritchard,
1985). Post-reading activities comprise more than traditional content ques-
tions. Depending on the target skill for which the reading was initiated, a
wide range of exercises test comprehension directly (to avoid students quot-
ing from the passage); lead students to draw conclusions, express opinions,

or make cross-cultural comparisons; or help students gain an overall under-

standing.

Caveats

The literature on authentic materials has also provided a number of

caveats for second language educators. Well-known newspapers and maga-
zines such as Paris Match and El Pais offer a perspective largely focused on

life in the capital cities. In order to provide learners with a more realistic
view of the target culture, Mariet (1985) suggests exposing them to a variety
of regional texts. In addition, one must be aware that newspapers and maga-
zines are commercial enterprises aimed at a particular target readership; and,

as such they may reflect the values, interests, and biases of the readership, as
well as those of the owners, editorial staff, and the political mileu.

Discourse register is another significant element to consider when
adopting or adapting authentic materials for the classroom. Optimally, a
variety of registers from informal to formal should be presented in their ap-
propriate contexts to learners. Choosing texts from various sections of the

newspaper should guarantee a representative sampling of registers.
It is obvious that preliminary study of the texts must be done before

they are assigned to students. Internal organization of articles and arrange-
ment of various sections, for example, may not be similar to U.S. newspa-

s with which learners are familiar.. In those cases a pre-reading familiari-
zation session must be planned before attempting to do any skill develop-

ment activities.
Finally, newspapers and magazines should not be used indiscrimi-

nately. Without concern for how the language is being used and the context
in which the language was produced, the cultural reality. Learners should be
taught to determine which bits of language are useful in everyday life and

which are specific to the article (Sewell, 1982).

1
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Conclusion

This paper supports the notion that authentic materials can be used
tj promote second language acquisition. A clear need exists for future re-
search into the effects of such materials upon achievement in the five skills.
However, because print media provide opportunities for real interaction with
the target language and culture, the authors believe that authentic texts are a
valuable instructional resource for the second language classroom of today.
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Teachers Working with
Teachers:
Becoming Proficient with Proficiency

June K. Phillips
Tennessee Foreign Language Institute
Eileen W. Glisan
Indiana University of Pennsylvania

For better or worse the very mention of the word "proficiency" in
the profession attracts a certain interest at conferences, in articles, and in the
course of informal discussion among teachers of foreign languages. Two
very different aspects of proficiency concern teachers in the secondary
schools: the first has to do with the maintenance and improvement of their
own level of oral proficiency and the second with the means of teaching and
testing for proficiency in the four skills in their classrooms.

A project developed at Indiana University of Pennsylvania under a
grant from the Secretary's Discretionary Funds set as its goal meeting the
needs of secondary teachers of French and Spanish in both these areas of
proficiency. An underlying assumption of the project design was that partic-
ipation in the inservice program would not only improve teachers' speaking
and teaching abilities, but that it would also enable them to assume control
for continuing work with these issues among their colleagues. In other
words, they were learning process as well as product.

The total program consisted of four interrelated phases of which
two occurred during the funding period and the other two as follow-up.
Briefly, they were designed as:

Phase I: Proficiency Building. A series of Saturday Immersion ses-
sions was held throughout the academic year at several of the campuses of
the State System of Higher Education in Pennsylvania. Teachers enjoyed an
opportunity to talk with other teachers about topics geared to strengthen
their target-language proficiency under the leadership of a native, or near
native, college professor who had been trained in the conduct of the Oral
Proficiency Interview. It was felt that this training made these professors
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more aware of the different performance levels described in the ACTFL
Guidelines and therefore best prepared to lead the kinds of sessions desired.

Phase 2: Proficiency Training. A three-week summer institute was
held on the 1UP campus. It had two components: The first week was sub-
contracted to ACTFL (American Council of the Teaching of Foreign Lan-
guage) to train selected secondary teachers in the procedures for conducting
and rating the Oral Proficiency Interview. This training workshop was fol-
lowed by two weeks of intensive work with proficiency-oriented curriculum
design and the instructional strategies appropriate for a more communica-
tive language cla.sroom.

Phase 3: Proficiency Implementation. During the summer work-
shop, teachers chose specific projects which would be the basis of experimen-
tation and evaluation in their classes during the 1987/88 school year. Their
district superintendents had committed to them a sum of S2O0.00 for the pur-
chase of materials that they deemed useful for effective implementation of
their project.

Phase 4: Proficiency Results. Evaluation and dissemination of the
results of the workshop projects are taking place on informal and formal
bases. Teachers were encouraged to share what they had learned with col-
leagues in their schools or regions or through activities in collaborative
groups already active in many regions in the state. Many had reported that
they have already found occasions for this. The Spring Methodology Con-
ference at 1UP in Apiil 1988 will serve as a forum for presentations based
upon the teachers' work.

Proficiency Building and Proficiency Training

This article will explore the two completed phases of the project
with an emphasis on the positive interactions teachers experienced as they
strove to improve their own fluency, as they learned to conduct interviews
and as they experimented with adapting materials and developing teaching
strategies to promote proficiency within their classrooms,

The Immersion Sessions

Immersion sessions were held at Lock Haven, Slippery Rock, and
West Chester Universities of Pennsylvania as well as at 1UP. The format of
the Oral Proficiency Interview served as a guideline for the common struc-
turing of the Saturday sessions. It was known that the teachers would dem-
onstrate a wide range of proficiency levels among themselves, and activities
were needed that would be at a comfortable level at least some of the time
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and at a challenge level at others. It was important for teachers to use this
opportunity to talk with colleagues as adults and to offset the predominant
experience of most which was talking about texts to adolescents. At the same
time, it was necessary for them to have to reach, to be pushed linguistically
so that growth and improvement might also occur.

An additional advantage of adhering to the Oral Interview format
lay in its power to direct the role of the group leader. It is not uncommon in
these periodic immersion experiences or in advanced conversation courses,
for native-speaker professors to do most of the talking; 'adeed, they often
become listening rather than speaking occasions. Teachers do enjoy immer-
sions where they are flooded with language and able to acquire new cultural
information, but our goal was the improvement and/or maintenance of their
oral skills so a preponderance of "teacher talk" (here teacher means student)
was a criterion by which success would be measured. Training in the OPI in-
cludes mastering interview techniques which help the interviewer develop
good samples with a much higher quantity of interviewee's speech. Question
types which elicit more extensive responses, nonverbal encouragers, and
nonobtrusive feedback are devices used effectively by trained interviewers.
Consequently, professors were chosen to lead these immersion sessions who
had been trained in the Interview, even though not all had followed through
with certification as testers. Their experience through the training work-
shops rendered them ideal group leaders. They understood clearly the levels
of proficiency which were keyed to the various activities and were able to de-
sign and lead practices that would elicit performance at those levels.

A framework designed by the project directors as a guide to the pro-
fessors leading the groups was a constant in the sessions. The specific activi-
ties to carry out the objectives were designed by the individual faculty mem-
bers.

1) Warm-Up (1-1/2 hours).
Targeted level of proficiency: Intermediate.

Just as in the Oral Interview, it was important to
start with an activity to reacquaint teachers with the lan-
guage, to acquaint them with colleagues they did not
know, to put them at ease in an informal, casual setting
where they could choose much of what they wanted to
say in terms of information,

Sample Activities:
A) Interviewing: Participants interview two other peo-

ple they had not met before. They are given a sheet

1
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of paper with designated topics list. 1 across the top
such as: (FR) Voyages / preferences / loisirs / im-
pression or (SP) Familia / Ensetianza Deportes /
Algo extratro occurrido este mes. There are blocks
which provide space for note-taking under each top-
ic. At the end of the give-and-take, participants in-
troduce one another to the group by sharing some
of the interesting information they had gathered.

B) Story Telling: Participants compose a story, in
chain style, to accompany a series of pictures. The
latter may be drawn from any text, workbook, or
magazine. Participants themselves establish the level
of the activity, for those who are stronger in the lan-
guage tend to embellish or create more complex
story lines. The fact that each contributes only a
sentence or two keeps it comfortable for less fluent
speakers.

2) Discourse and Instructional Activities (11/2 hours)
Targeted level of proficiency: Advanced.

It was predicted that this would be the level at
which most teachers operated most comfortably. It was
intended to serve the Level Check function of the Oral
Interview which meant giving participants opportunities
to talk for extended sequences on a variety of familiar
subjects and current events. Tasks of narration, descrip-
tion, giving instructions, dealing with complications in
the target culture and talking about timely topics in a
factual manner. Naturally, for weaker participants, this
kind of activity pushed them linguistically while their
colleagues played the role of sympathetic conversational
partner.

Satnple Act ivities
A) Giving Instructions (Body poses). Participants

worked in pairs for this activity designed by Fernand
Fisel of the French Department at 1UP. One person
in each pair was given a card with a stick figure
drawing of a person in a curous body pose. The
person with the card may not reveal it to his/her
partner but must instruct him/her to pose in the

1
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same manner. No gestures were permitted; every-
thing had to be done with words. The exercise was
completed when the matching position was achieved.
(Needless to say, we had suggested that participants
dress casually and comfortably for the Saturday
program!) The whole group then came together and
the "poseur" assumed his/her position so that the
others could give it a name as is done with sculpture
a la "Le Penseur."

B) Slide Interpretation. Vincent Remillard, Chairperson
of the Foreign Language Department at St. Francis
College (Loretto, PA) used slides to combine a cul-
tural presentation with tasks requiring detailed de-
scription. The first group of slides were of scenery
and participants were asked to describe what they
saw, guess where it was, and provide rationales for
their choice. Then slides were shown which con-
tained more clues to location and events. Follow-up
activiti,es included stories and personal narrations
by teachers who had visited or lived in the region
shown and questions from those who wanted more
information.

C) News Broadcasts, Working in groups of three, par-
ticipants prepare the evening news. Membei ti each
group volunteer to report the local and international
news, sports, weather, while others serve as field re-
porters. interviewers, and announcers for commer-
cials.

3) Challenge activities (1 hour)
Targeted level of proficiency: Superior

After a relaxing luncheon where conversation
was maintained in the target languages, teachers re-
turned to activities which challenged many while serving
as good opportunities for the strongest speakers to use
their skills at a level not often available to them in their
daily contacts while teaching. The activities required
them to talk on topics less familiar to them, support
opinions, hypothesize and deal with abstract issues.
Tailoring of language was also required in some of the
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roles that they had to assume. Those participants not
yet at this level benefited from the effort and from the
listening comprehension that was provided for them by
their colleagues.

Sample activities.
A) Team Analysis for Advertising Campaign. This ac-

tivity, also designed by Remillard, was based upon
an idea of Carney (1985). The group is divided into
teams of 2 to 4 persons. Each is given an advertise-
ment in the target language for the purpose of a
publicity campaign. Within each group, someone is
appointed team leader, head of advertising, and
sales manager, with other sales personnel added as
needed. The teams discuss the target and psychology
of the ad as well as how it could be rendered more
effective. The entire group comes together to discuss
how each ad reflects the target culture and the pos-
sible success of the ad in the U.S.

B) Mock Interviews of Political Figures. Teachers
worked in groups with a leader selected to play the
role of a prominent political figure from the target
culture. Participants question the politician about
his/her views, future political actions, and hypo-
thetical situations. Following the interview segment,
the group discusses the responses given in terms of
current events, political ramifications and their own
opinions of the situation.

C) Current Events Discussion. Participants read a brief
newspaper or magazine article or listen to a taped
report (or videotaped from satellite) in the target
language dealing with a current event. Afterwards
they devise a "pro" or "con" issue based on the re-
port, form teams and debate the issues.

4) Wind-Down (1 hour)
Targeted Level of Proficiency: Intermediate/Advanced

The goal here was to bring the day to a close with
some enjoyable exercises which allowed people to oper-
ate at their individual levels of proficiency. The most
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suitable activities for this period were those that permit-
ted stronger candidates to be more expansive and crea-
tive and weaker ones to participate fully but at a linguis-
tically less sophisticated level.

Sample Activities.
A) Desert Island, What If.. . . ?" Working in small

groups, participants pretend that they have been
washed ashore on a small deserted island where there
is not much to do. They must think of ten things
they would have brought to the island had they
known this would occur and explain why they chose
these objects. An optional, additional task would re-
quire the group to reach consensus on the ten items.

B) Situations. Any type of role play can serve as an in-
formal wind down. Some examples used:

Explain to your foreign friend how your food
processor works, why you like it (or not), and what
you use it for. Share a recipe.

Explain to your Mayan exchange student, who
has always slept in a hammock, how to make her
bed in your home.

Teacher reactions to the immersion sessions. Evaluations were done
at the end of each immersion Saturday and a sample o: responses included:

"the best thing was the people and their good will towards
the common object of their presence, talking in the language"
"the use of French all day"; "*the use of Spanish exclusively"
"ideas which can be used in my classroom"
"discussion of relevant issues"
"opportunities to speak with colleagues from different
schools in both language."

Timothy Ashe, a Spanish teacher at Kittanning High School (PA),
reported on how the immersion experience affected him and his teaching
(1987 ACTFL Annual Meeting, Atlanta, GA). The language opportunity
was important in that it refreshed him and reminded him of a level of lan-
guage he once used more frequently, still has to use when he travels or hosts
exchange students, but does not often have to sustain in his daily teaching.
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He found it challenging and rewarding to have to speak more than "Spanish
II or III." Ashe has designed a variety of activities for his classes based upon
exercises in which he par icipated but adjusted for the age and language level
of his students.

The project directors were especially pleased by the readiness anu
willingness of teachers to participate in the many activities and by comments
which demonstrated that the experience made them more eager and willing
to pursue small group work in their classes and include activities which allow

students to work at a challenge level even though errors may occur. It is
hoped that the stimulus received from working together and the opportunity
to see how much sessions could be structured by teachers themselves to help

one another would result in continued immersions as part of collaboratives
and inservice programs.

The Summer Institute

The Summer Insti!ute on Proficiency Testing and Teaching consisted
of a three-week program; during the first week, participants were trained by
ACTFL in the administration and rating of the Oral Profidency Interview.
This was one of the few occasions where tester training was offered to an au-
dience of secondary teachers. The remaining weeks were devoted to a curric-
ulum workshop which dealt with objectives, strategies, and materials adap-

tation for a proficiency-oriented classroom. The pairing of training plus cur-
ricular implications assured that teachers' grasp of the issues was based on a
thorough understanding and initiation into the details of the proficiency

scales as demonstrated by student performance.

The ACTFL Workshop

Our goal was to select teachers for the Institute who were at the Su-

perior level of proficiency so that they might pursue certification as a tester.
In actuality, we accepted some who will probably test at the Advanced/
Advanced Plus level. Although they will not be certified, it was important to

note that these individuals did master the art of eliciting ratable samples at
the lower levels, and they transferred the insights gained into effective cur-

ricular changes.
Teacher cooperation in this initial session was superb As anyone

knows who has undergone this training workshop, there is an intensity and a

pressure exerted by learning a new technique, in what is often another lan-
guage, among one's peers. It is quite different from taking a course together,
for performance in a formative stage is no easy task for people used to being

teachers, not learners. They helped one another with constructive criticism
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of interviewing strategies, with preparation of questions and situations for
different levels and by listening to and analyzing master tapes. The dormito-
ries in the evening were even filled with the sounds of teachers interviewing
one another within and across their language groups.

The Curriculum Workshop

The workshop consisted of a number of topical presentations by the
directors and by outside consultants. While the intent here is to focus on the
teachers' interactions with one another as they defined a project for imple-
mentation in their classrooms, a brief report upon the topics and sequence
of the sessions establishes coverage.

The overriding goal was to have teachers incorporate principles of
proficiency guidelines into their classes and to determine what changes will
occur as a result of paying attention to concepts such as "creative language,"
communicative activities, personalization, task/function of language, and
the functional trisection as an organizer.

1) Objectives and goal setting. Floy Miller and Charlotte
Cole, secondary teachers from Massachusetts, led ses-
sions on curriculum development from a proficiency
perspective.

2) Speaking. A major portion of the work revolved about
developing oral proficiency through systematic attention
to the level requirements. Ways of adapting interview
procedures, role-plays, and survival language for use in
courses were explored; for advanced students, thought
was given to finding opportunities for paragraph length
speech and extended discourse.

3) Receptive skilk, listening and reading. Total Physical Re-
sponse was presented as a methoe for developing listen-
ing skills early in a program; some work was also done
with the Natural Approach to language learning. The
use of authentic materials for both listening and reading
was explored and teachers practiced working with those
materials to make them accessible to students.

4) Writing. Comparisons with speaking led participants
through some new ways of developing writing according
to functional tasks. Journal writing and methods for er-
ror correction and feedback were investigated.

5) Miscellaneous issues. Communicative language teaching
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requires that practitioners become competent in manag-
ing:
- small groups and paired work
- grading exercises with divergent responses

error correction (and other feedback measures)
achievement and/or communicative testing

- textbook adaptation.

A fair amount of "hands-on" time was built into the workshop, and
the fact that most participants were living in the dormitory meant that much
unofficial collaboration also took place. Periodically teachers worked in

groups based upon common textbooks in their schools; at other times, they
grouped themselves to solve problems with certain levels, especially upper
ones where they expressed frustration over a lack of materials to fit the kinds
of advanced level tasks they now wanted to emphasize. They shared activi-
ties that worked for them. (It is important to note that not ever) ,hing has to

be new or changed. Teachers have been using a lot of good communicative
strategies for years, but still benefit from having their contribution con-
firmed.) They also discovered that the objectives they were setting for the
various levels were fairly consistent although they came from quite different
schools and districts. Finally, they found that their challenges had common
dimensions, and they had created a network among themselves which would

allow them to continue to grow and to collaborate.
The impact of the Summer Institute did not end with the summer it-

self. As the workshop went into its final days, teachers began to concentrate
on selecting some aspect of their teaching that they wanted to develop into a
follow-up project. The final projects tended to group themselves into the

following categories:

Speaking activities
- Developing advanced level skills

Survival skills component
- Vocabulary and personalization
- Reading strategies and materials

Culture
- Listening comprehension materials

Oral testing
- Writing at the advanced level
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In their evaluations, participants confirmed that the combination of
interactions with institute personnel and with colleagues provided for a re-
warding experience that was certain to influence their teaching. The year
ahead should provide evidence of what does indeed occur in at least thirty-six
classrooms, primarily in Pennsylvania.

Conclusion

The design of the project assumed that with a chance to participate
in immersion sessions, teachers could move on to take responsibility for
maintenance and advancement of their proficiency. They now know how to
lead groups so that immersion time is not spent in happenstance or passive
activities, and how to challenge their language ability by being aware of what
tasks and content the next level involves. There is a possibility for a growing
network of trained and certified 0131 testers in Oie area which should allow
for exchange interviews of students and related ictivities. The summer cur-
ricular discussion united teachers from school around the state and from
within districts so that they could evaluate their own programs in ligh of
others, share information about texts and materials, and cooperate in the
setting of priorities for their students. If the final outcome is achieved then
teachers will have talked with one another so that they have grown linguis-
tically and pedagogically with the ultimate goal that of conducting inservice
projects themselves to spread their new expertise among colleagues.
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Technoscientific French for
Teachers
Brigitte D. Muller
Eastern Michigan University

The implementation of a two-semester sequence of courses in French
for Science Technology at Eastern Michigan University has responded
to alumni demands seeking better linguistic and cultural preparation for
entry-level employment in increasingly global businesses and industries.
Furthermore interviews with high school teachers enrolled in these courses,
as well as information from a recent alumni survey, reveal that course goals
and objectives also answer the need for professional upgrading of linguistic
skills and cultural knowledge once a career is under way.

The courses in French for Science and Technology were created to
complement the two-semester sequence in French for Business and Economy
because, for several years, former students at the undergraduate or graduate
levels, now employed in international business, have told us that although
we have taught them French business practices and terminology as well as
the socio-cultural background of the French economy, we have completely
ignored thoir need to learn the general scientific and technical language of
the multinationals. As an example, the Detroit News Magazine of September
2nd, :385 relates a story of one of our International Trade Major and Ex-
change Program students who, upon arriving in Paris for her internship in a
medium size enterprise dealing with coal and coal products, was faced with
a marketing study of furnaces and burners imported from the United States.
Under shock, she strongly reacted with, and I quote, "Hey! I am not sup-
posed to know that stuff. I didn't learn anything like that in school!" and
she ran to the U.S. Embassy for help. On the other hand, four graduate stu-
dents who had taken the two courses in French for Science and Technology
offered for the first time at Eastern Michigan University in 1984 felt immedi-
ately at ease when, on their internships at General Motors in Strasbourg,
they had to deal with automobile parts in varied business situations such as
inventories, purchasing and sales using computers and the "teletex" system.
Similarly, another student now employed full-time in Paris by the largest

1 A I
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European wholesaler of food products, Promodes, writes that she had just
finished translating a telex from New York dealing with the shipment of
IBM equipment.

As the above examples show, the creation of the courses in French
for Science and Technology was prompted by students' need, but in addition
by the requirements of the business community. Already, at the C'olloque de
Francais des Affaires held at Eastern Michigan University in 1981, Execu-
tives of Ford Motor Company, General Motors, Renault/A.nerican Motors
and Chausson Trading Company in Detroit specified that they required ad-
vanced linguistic and cultural skills from bilingual employees, and that an
in-depth knowledge of technical vocabulary would be acquired on the job.
Nonetheless, a general knowledge of the product and the manufacturing
process is a desirable point of departure for the learning process. For these
reasons, the courses in French for Science and Technology take a "cultural"
approach, aimed at teaching a general knowledge of contemporary scientific
and technical subjects. An alternative, "functional" approach would be to
teach basic communicative skills to established professionals intending to
work in a francophone country, e.g. "French for Mechanics" or French for
Electrical Engineers". Few universities could, however, justify an upper-level
course limited in scope to the functional aspects of a language. The courses'
pedagogical goals are as follows:

1. To describe and explain in French, and with the help of
audio-visual material and a t'road documentation,
France's achieved status in high technology and her con-
tribution to European and Western economy.

2. To expand in breadth and in depth the cultural knowl-
edge of students through a study of the international di-
mension of FreLch firms in their most successful scien-
tific and technical fields.

3. To develop the communicative skills of students of
French in the technoscientific fields through reading,
writing (compositions and translations), listening and
speaking in order to insure that they will have acquired
a linguistic competency matching their future employers'
expectations.

4. To prepare students for the examinations leading to the
Certificate in Scientific and Technical French of the
Chamber of Commerce and Industry of Paris. Eastern
Michigan University has been approved by the C.C.I.P
as an examination center since 1984.
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In order to expose students to a wide spectrum of high technological
achievements, and to their influence on the French daily life, a large quantity
of reading material is presented in a course-pack composed of excerpts from
L'Express, L'Expansion, Quebec-Science, Europe, The Wail Street Journal,
The Economist from London, and most importantly from the Annual Re-
ports from France's largest enterprises which can be obtained through a sub-
scription to L'Evpansion. In addition, the courses include an extensive audio-
visual component of slides made from the above mentioned sources and vid-
eos provided by the French public and private enterprises. The pedagogical
exploitation of slides and videos is fundamental and offers many possibilities
which are too varied to be discussed in this paper.

The courses' program of study includes six teaching units or mod-
ules. Within each module, the manufacture of specific products, or the pro-
viding of services are studied along with the activities of typical French mul-
tinational companies and their subsidiaries in the United States as follows:
First semester: A/ Transportation: The T.G.V. (High Speed Train), The
Subway System (Matra), Aircrafts and Aerospace (Ariane and Airbus Indus-
tries), Automobiles (Renault, Peugeot, Robotics); B/ Food Industry: Gen-
eralities on Genetic Engineering, Fermentations, Wine Industry (Moet &
Chandon in the U.S.), Milk and Milk Products (BSN-Gervais Danone,
Yoplait), Nutrition and Buying Habits of the French; C/ Glass Industry:
Manufacturing, Glass Fibers (St. Gobain), Thermal Insulation, Linear Op-
tics (Essilef), Microscopes, Laser and Fiber optics. (Pilot programs in
France).
Second semester: A/ Computers: Manufactured Goods (IBM France), CAD
& CAM. Databank and Local Networks. Word Processors, Telex, Repro-
duction. B/ Energy: Coal Mining, Steel Industry, Petroleum, Natural Gas,
Hydroelectric Power Plants, Nuclear Power Plants (the Atomic Energy
Commission, Electricity of France, Elf-Aquitaine, Texas Gulf); C/ Chemi-
cal Industry: Petrochemistry and Plastics, Fertilizers, Resins and Paints, Tar
and Asphalt (Group G. D.F. ('himie), Health, Agriculture, Textiles (Rh One-
Poulenc in the U.S.), Perfumes, Cosmetics, Hygiene (Oreal in the U.S.),
Gelatins (Rousse lot in the U.S.). Pharmaceuticals and Veterinarian Prod-
ucts (Roussel UCLAF).

In order to illustrate briefly the linguistic and cultural content of the
program of study of these courses, two modules will be briefly described as
follows:
Food Industry: The application of micro-organisms' activities, the true base
of biotechnologies, are found and explained in the manufacture of cheese,
bread, wine and beer. Cheese manufacturing and the classification of cheese
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is explained. This prompts a survey of the local supermarkets' cheese dis-
plays, and a comparative study of imported and domestic cheeses based on
the norms established by the French milk industry. The manufacturing proc-
ess of yoghurt, the marketing problems encountered for successful implanta-
tion of Danone and Yoplait in the United States, the discussion of the merits
of the "yoghurt you eat" versus the "yoghurt you drink" make for classes
where French becomes a tool for communication of information that per-
tains to everyday life. Moreover, diversification strategies of such large com-
panies as BSN-Gervais Danone and Yoplait include the manufacturing and
the retailing of fromn deserts, beer, bottled water, and of non-alcoholic bev-
erages, all exported to the United States. The module on the "Food lndu-,try"
continues with a look at the "bubbly industry," which includes the Perrier
Company, the origin of mineral water in general, its conditioning, bottling,
packaging, and shipping, now with an added orange or lemon flavor, and in
aluminum containers as requested by the airlines, but at a loss to the "Perrier"
image. Another "bubbly" product of France is, of course, champagne.

The fermentation of grapes from Pinot Noir, Pinot Meunier, and
Chardonnay vines, the maturation of the new wine in bottles for at least a
year, the second fermentation due to the addition of sugar and yeast, the re-
muage of the bottles by reinueurs now replaced by machines, are all part of
the "Methode Champenoise" discovered by Dom Perignon, a XV11th century
monk, and adopted later by French Champagne producers such as Moet-
Hennessy and their subsidiaries Moet & Chandon in the Napa Valley in Cali-
fornia. An excellent video describing the process in English is immediately
reinforced with a twenty minute lecture in French. A bilingual voeabulary is
handed-out for the understanding of the reading assignments, and the prep-
aration for small group discussion scheduled for the next class meeting.

The module on the Automotive Industry is of Primordial interest to
Miehigan students, particularly since a minimum of 10 former students have
held fulkime jobs at Renault/AN1C since 1980, and several have done an in-
ternship at 1.a Regie Renault in Billancourt (Paris suburb), or at General
Nlotors in Strasbourg, Graduates (B.A.'s & M.A.'s) have held entry jobs as
bilingual and sometimes trilingual secretaties (French/Spanish/English),
and most of them have been quickly promoted. Furthermore, Of IC student
became an engineer, studying at night at Wayne State University. Although
after years of losses the nationali/ed Regie Renault sold its 460'0 stake in
American Nlot or S to Chry,,ler, most 01 OW' al ii mn remain employed in the
new organilation,

The int roduct ion to the Automobile I ndust ry module starts with t he
description ot the basic crank shaft system, the mechanical principle of- the
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steam engine which was later applied to the internal combustion engine. A
slide presentation shows the main components of the automobile, and two
videos explain assembly line activities, robots in action, and operations of
the Peugeot proving ground. Once or twice per term, former students are in-
vited to describe their specific jobs and activities to the class. For example,
one person brought a huge chart to explain the different operations of a Ca-
nadian automotive assembly plant, while another lugged brazed aluminum
radiators and cooling systems to the classroom in spite of a snowstorm. Fi-
nally, while the French automotive industry is not in prominence in the
United States today, it is nevertheless important to mention that before
World War II, the French car manufacturer Citroen's front wheel drive be-
came famous, and that another French car manufacturer, Peugeot, built the
first real aerodynamic car, the Peugeot 302, much too advanced for its time
(1938), as was the Chrysler "Airflow" (1934). Today, the record fuel econ-
omy among four passenger cars, namely the Peugeot ECO 2000 and the
Renault Vesta, are in the forefront of global technology with a record of
fuel consumption of 121 miles per gallon. Varied slides originating from the
styling department of French companies illustrate this part of the module.

As stated in the course's goals and objectives, this two semester se-
quence prepares students to take the examinations leading to the Certificate
of Scientific and Technical French offered by the Chamber of Commerce
and Industry of Paris. It is well known that more than 100 universities in the
United States now prepare students to take the C.C.I.P. examinations lead-
ing to the Certificate, and to the Advanced Diploma of Business French. The
first center in the United States for these examinations was established at
Eastern Michigan University in 1976. Since 1984, Eastern Michigan Univer-
sity is also the first Center to offer the C.C.I.P. Certificate in Scientific and
Technical French. Twenty-five students now possess the Certificate. It

should be mentioned that Professor Ketchum at the University of Colorado,
and Professor Novack at Ursinus College in Pennsylvania, have also and si-
multaneously prepared and taught modules for the teaching of Scientific and
Technical French within a cultural context.

The Certificate in Scientific and Technical French known as Certifi-
cat pratique des professions scientifiques et techniques offered by the Cham-
ber of Commerce and industry of Paris is based on proficienc:,, in the fol-
lowing skills:

1. Reading skills. The candidates are to read a two-to-three
page technical text and must answer twenty related ques-
tkms in short paragraphs.
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2. Writing skills. The candidates have the choice of two
subjects for a short composition, i.e. a telex concerning
a computer program, or a letter requesting technical in-
formation on a specific topic.

3. Listening skills. The examiner reads a text chosen by the
Chamber of Commerce and Industry of Paris, or plays
a corresponding audio-tape. Candidates answer a ques-
tionnaire based on the text.

4, Ora/skills. The candidates read a scientific, or technical
text aloud, and present a synthesis of the text to two
members of jury who then question the candidate on
the content and meaning of the text. The ungraded ex-
amination sheets, and the "Pass" or "Fail" grades are
given to the candidates for the oral examination are then
sent to Paris where the C.C.I.P. determines the eligibil-
ity of the candidates.

In my opinion, the level of difficulty of the examinations leading to
the Certificate of Scientific and Technical French places it between the Cer-
tificate and the Advanced Diploma in Business French; I disagree, however,
with the C.C.I.P., which places these examinations at a lower level then the
Certificate of Business French. This can be explained because both the Cer-
tificate in Business French and the Certificate in Scientific and Technical
French require at least 480 hours of study in the language to reach level 2
(advanced) of the ACTFLIETS Proficiency Guidelines scale. Furthermore,
the course taught at Eastern Michigan University is in essence "cultural" and
requires a linguistic preparation reaching level 3 (superior) on the same scale
in order to acquire an in-depth knowledge of the subject matter. In addition,
I regret that these examinations do not require translating 1.ki11s because
practically all entry level positions in the automotive industry, for example,
are for bilingual secretaries-translators who may be promoted within a short
time if their language skills, work efficiency, and learning abilities are of
high caliber. Furthermore, high school teachers enrolled in our classes in
French for Science and Technology (graduate classes) find that translations
(French/English and English/French) corrected in class, accompanied by
the necessary grammatical explanations arid followed by a class discussion
on the best possible terminology and syntax, do indeed enhance reading,
writing and oral skills in addition to vocabulary acquisition.

Several high school teachers, and among them some Eastern Michi-
gan University alumni, have taken graduate classes in French for Business

1
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and Economy, and French for Sdence and Technology to upgrade not only
their language skills, but also their awareness of France's contemporary cul-
ture. A 1987 survey of our alumni has shown that these courses received a
high rating. In addition, teachers currently enrolled in these classes have
given me specific reasons for choosing these courses as follows, and I quote:
"For my professional betterment"; "I am interested in cultural facts"; "To in-
crease my students' interest in taking French"; "To open avenues for students
in showing them that their knowledge of French can give them an edge when
applying for a job"; "For the cultural side of the course"; "To complete my
major in French"; "For a second career when I retire after 20 years of teach-
ing"; "For a second career after my children are grown", and "Because ie
yeux etre branehee" to be "plugged in" a slang word with a technical
connotation meaning to be up-to-date. Finally, a student said "Because I
was a Marine, and I am interested in atomic energy." He was delighted to
draw an atomic generator schematic on the board, and to show that he knew
much more on the subject than I did. These teachers, one of them teaching
at the junior high level, have also explained to me their attempts at incorpo-
rating our course material in their own classes. In spite of their busy sched-
ules, some of them have devised ingenious ways to introduce science and
technology to their students. For examples: presentation of the "word of the
day" for a few minutes on the same subject for a week; presentation of the
company of the day, the service of the day on the same weekly basis. In or-
der to maintain a high level of interest in their classes, these teachers know
that they must give students information that relates to subjects that are im-
portant to them possibly because of their own hobbies or the intensive high-
tech input received through television. These teachers are in fact giving stu-
dents an opportunity to draw a bridge or a link in their mind between the sci-
entific and technical vocabulary in both languages, anc4 to develop interests
that may lead to further French studies within the context of future academic
or professional training.

To summarize, the courses in French for Science and Technology,
created to respond to suggestions of alumni from our program of Language
and International Trade in accordance with employers' needs in the business
and industrial sectors of the Detroit area, have attracted high school teach-
ers as well. These teachers, as other graduate students, wanted not only to
upgrade their linguistic skills, but also to be informed about French and
European technological and economic culture. In this regard, it should be
noticed that the courses in French for Science and Technology, offered at
the graduate and undergraduate levels, are not limited to historical achieve-
ments, but include recent high-tech achievements of France such as the high
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speed train (T.G.V.), the Ariane satellite system, or the Minitel system of
telecommunications. These are only parts of larger modules and should
maintain a high level of interest in advanced classes at the high school level.

In conclusion, we wish once more to make the distinction between
the full but limited functional approach, and the broader cultural approach
to the teaching of scientific and technical subjects in foreign language i.e.,
French. Language courses that fulfill the public's need in ordcr to achieve
well defined goals have been classified by French pedagogues as "functional"
such as "French for Medical Secretaries", or "French for Architects", because
they permit learners to practice immediately their profession in a franco-
phone environment. On the other hand, the courses described in the forego-
ing are given in a "cultural" context. They are first offered to students who
expect that the understanding of the subject matter will help them to reach a
professional goal. But such courses require also from these students an ad-
vanced level of competency in French to assure that they can comprehend
and communicate a vast domain of general knowledge and demanding intel-
lectual content across the technoseientific spectrum, independently from
their professional achievements.
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Going International in the
Business World:
A Special Purpose Course in Spanish

Ronald Carl Cere
Eastern Michigan Unhersit)

Ever since President Carter's Commission issued its gloomy report
on the declining status of foreign language and international studies in the
U.S., and its dire consequences for an already beleaguered national economy
(Strength Through Wisdwn, 1979), concerned individuals have called atten-
tion to this negative trend and have sought ways to reverse it, Government
officials and community leaders, among others, have spoken frequently and
urgently about the lack of qualified bilingual and multilingual personnel, es-
pecially in the area of international trade, while journalists and other writers
have called for the enactment of measures, both educational and legislative,
to correct this deleterious situation. Associations both public and private,
on the other hand, have conducted surveys to ascertain the magnitude of the
problem, while various corporate foundations and government agencies
have undertaken studies to investigate its causes and to propose solutions
(Inman, 1985), Educators, especially foreign language teachers, have also
addressed the matter. In addition to making speeches and writing articles
underscoring the importance of languages in everyday life, they have held
meetings on program design and curriculum and materials development,
and they have organized conferences and workshops explaining and demon-
strating the latest developments and techniques in methodology and testing.
At the same time, they have instituted special language and international
studies programs and have formed alliances with business, government and
community groups to seek public support for their activities.

To he sure, many of the latter have been aimed at foreign language
study in general, but considerable energy has been expended on one sector in
particular; foreign language and culture programs and courses for business
and the professions. As President Carter's Commission indicated in 1980,
and this is still true today, industry and commerce in their international con-
texts are the areas for which a foreign language and culture capability are
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sorely needed and are the ones on which America's future will ultimately rest.
They are also the areas in which foreign language educators have taken great
interest and the ones for which special programs have been designed to meet
the multiple and varied needs of U.S. business. That educators have made
progress in serving these demands is evident by both the increasing interest
and enrollment in such courses as Business French, Technical German, etc.
(Uber Grosse, 1985), as well as by the new initiativeS being undertaken in
methodology, pro7ciency of testing, and curriculum and materials develop-
ment. That their efforts have had an impact on the direction, scope and con-
tent of second language studies and will continue to do so for decades to
come, however, is not only apparent but also commendable and extremely
positive (Inman, 1985; Uber Grosse, 1985).

Notwithstanding this new trend and favorable results, educators are
only in the early stages of program development for business language
courses. They still have much work to do, many decisions to make, and a
variety of problems to solve, most important of which are the content, ap-
proaches, learning systems, and instructional strategies that are needed for
such courses. This paper proposes to treat some of these concerns. Specifical-
ly, it will: 1) explain the procedures for setting up a foreign language course of
business; 2) describe an exemplary and existing program of study; 3) provide
sample syllabi; and 4) discuss and examine some of the possible instructional-
learning systems and strategies that can be used in the classroom. Emphasis
will be placed on defining objectives, detailing content areas, and analyzing
the roles of teacher and student, and special effort will be made to include
those items of interest to all instructors of foreign language business courses.

Before any curriculum design, lesson plans or strategies can be initi-
ated for foreign language business courses, the type of program to be set up
must he defined. The instructor charged with preparing the course of study
must determine, among other things, program objectives, structure and con-
tent, and they must decide on instructional format arr.! methodology. They
must also select and develop appropriate teaching materials and plan activi-
ties suitable for learning. Above all, they must identify the clientele (stu-
dents, professionals, etc.), ascertain the language needs (oral, writing skills,
etc.) and define the fields to be covered foi such courses (accountancy, secre-
tarial, marketing, etc.), and they must consider entry and exit requirements
as well as instructional levels for the latter. Perhaps, one of the best ways of
obtaining this information is via a needs assessment or a market survey.
Such a survey, when conducted with a well designed questionnaire, will yield
much of the data necessary for constructing the most effective instructional
program. However, rather than explain how this process is undertaken, a
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sample questionnaire concerning the language and cultural needs of business
professional has been included as Appendix A. As will be seen, it contains
two sets of questions: one directed to business professionals and another to
students. Both make inquiries about the language and cultural needs of pres-
ent and future business personnel and both pose questions about their educa-
tional background and training. More importantly, however, both sets ask
questions that will assist in determining the topics, format, and, to some de-
gree, the instructional approaches and materials needed to develop a fore.gn
language program for business.

Once the best questionnaire has been designed and administered,
and its results are tabulated, the person or persons conducting the survey
must prepare a report and present its findings. They must carefully analyze
the facts and statistics that have been compiled and state them accurately,
and they must discuss how the latter can be used to develop the appropriate
foreign language course. They must also consolidate the results of the stu-
dent and the professional surveys so that a more comprehensive picture of
the communication, culture and career needs of both can be obtained and
utilized, and they must state their recommendations clearly and precisely.
Fortunately, the results and recommendations of such surveys already exist
and have been published (Eddy, 1975; Inman, 1978; Cholakian, 1981,
Schoonover, 1982). In general, they show the growing importance of foreign
language and culture study for business and the professions, but, more im-
portantly, they indicate that with regard to program design, business lan-
guage courses should consist of those components which reflect the linguistic,
cultural, professional and personal needs of its clientele. They should 1) em-
phasize basic language skills, particularly listening and speaking, to enhance
students' ability to function in a v -riety of business and social situations;
2) devote a segment of the course to the reading and writing of letters and
other documents to give students practice using these skills as well as a
knowledge of business corropondence; 3) dedicate another segment of the
course to the t-anslation of professional and technical writings and oral in-
tern etation to help present and future personnel acquire those skills sorely
needed by multinational corporations; 4) dramatize or discuss, preferably
with native speakers, business and social situations or problems commonly
encountered abroad or in an international context at home to help profes-
sionals interface more effectively with foreign nationals; 5) incorporate per-
tinent readings from specialized texts or journals which will trsat the geo-
graphic, economic, political, social and legal realities of the countries to give
learners a broader view of business and life in them; and 6) Mtegrate a com-
ponent of small "c" culture, stressing attitudes, values, Lustoms, and corn-

1 R
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mercial practices to make personnel aware of and sensitive to cultural differ-
ences. In addition to these considerations, z nd based on the experience of the
present author, these courses should include: I) general business and/or tech-
nical terminology so that studens can familiarize themselves with the most
commonly used words; 2) the discussion of one or more business subjects
(accounting, marketing, secretarial, etc.) to meet learners' needs; 3) a presen-
tation and review of those grammatical items frequently troublesome to stu-
dents to improve their ability to communicate; and 4) an internship or prac-
tical training experience at home or abroad with a firm involved in interna-
tional trade so that present and future professionals can utilize their !raining
in real-life commercial environments. Of course, special attention ..a:ould be
given to entry and exit requirements, course level and objectives, instruc-
tional mode and format, and evaluation procedures and the appropriate in-
structional mater:als selected. If these suggestions are followed, then a com-
prehensive and effective course of foreign language study for business can be
designed and implemented, such as the one established in Spanish at Eastern
Michigan University.

The Business Spanish program at EMU is a two year one given at the
upper division level. It consists of four sequenced courses, tb- first two taught
at the third year level and the second two at the fourth year level of language
study, with each one serving as a prerequisite for the next one. Their overall
objective is communicative competence for the Spanish-speaking world of
business, but their speeific goals, tormat and content vary. In the third year
courses, for example, stress is placed on developing the basic skills acquired
during the first two years of Spanish language training and on applying them
to various Hispanic commercial and cu,tural contexts. This goal is accom-
plished in numerous way:, but essentially by 1) listening to lectures 0.: topics
of business and culture in the Hispanic world; 2) dramatizing and discussing
situations, themes and problems peculiar to the Spanish-speaking commer-
cial sector; 3) reading, analyzing and summarizing, orally as well as in writ-
ing, articles and selections taken from textbooks, readers, newspapers, and
magazines in Spanish. and 4) by becoming familiar with and writing business-
related documents. 'The content of such courses is equally diverse and in-
cludes such topics as economics, business and finance, import/export, mar-
keting, management, computer science and statistics as well as those of small
"C culture attitudes, values, customs, and business practices with a fo-
cus on Spain and Spanish America. Lintry requirements for the third-year
business courses, on the other hand, are two years of Spanish at the elemen-
tary and intermediate levels and a course of Spanish composition, while eval-
uation procedures comprise a number of mastery, achievement and profi-
ciency tests, including, upon request, the Madrid Chamber of Commerce

1
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Exam, which issues a certificate and diploma attesting to the various levels
of students' communicative proficiency in Spanish and their knowledge of
certain business and economic subjects related to Spain.

The fourth-year Business Spanish courses continue the aforemen-
tioned training process but with different aims and orientations. At this level
emphasis is placed on achieving a higher degree of communicative profi-
ciency and on mastering more complex language skills, while the courses
themselves focus on business procedures and practices and the everyday real-
ities of the Hispanic world. Sophisticated exercises such as the preparation
and presentation of oral and written reports on business and economics in
Spain and Spanish America are undertaken, while considerable time is spent
on developing translation and interpreting skills. Discussions of the geo-
graphic, economic, political, social and legal realities of the twenty Spanish-
speaking countries also are conducted weekly, while the cultural themes in-
troduced in the third-year sequence continue to be integrated in all aspects of
the fourth-year program. Although evaluation procedures for the latter are
similar to their 300-level counterparts, some teaching strategies and most in-
structional materials of the fourth-year courses differ in approach, content
and difficulty. Moreover, the advanced courses can be taken for graduate as
well as undergraduate credit, though with different entrance and exit require-
ments. in general, the entire EMU program seeks to provide students with a
comprehensive, relevant and effective course of study designed to prepare
them for careers in the Spanish-speaking world of business and, to date, has
been rather su:cessful: over twenty students have received the Madrid
Chamber of Commerce certificate and well over 70% have obtained business
administration positions with international companies (Dugan, 1988). How-
ever, to give instruetors a clearer idea of the type, scope and content of the
EMU Program, sample course syllabi for the third-year courses have been
included in Appendix B.

As will be noted, these syllabi are designed for a two-semester se-
quence of Business Spanish offered at the third-year level. The first syllabus
delineates the program for the first semester. while the second one outlines
that of the second semester, Both have the same format and are divided into
several parts, followed by a general course description which is applicable to
both. The first or top section of each syllabus indicates the title, prerequi-
sites, number of credits and level of each course, while the following section
states thc texts to he useq. Thc third section lists the various business and cul-
tural topics to be treated each week as well as some of the in-class activities
and specifies the schedule for periodic examinations. The final section or
course description provides an overview of the general areas to be covered
and expiains the different instructional formats and activities to be utilized.
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It also defines the objectives and evaluation procedures to be adopted and
mentions some of the teaching strategies and instructional materials. Both
syllabi present a carefully planned, highly structured and cohesive program
of Business Spanish geared to the career-minded student.

The next and, perhaps, most important phase of designing and im-
plementing Business language courses is lesson planning. Lesson planning is
the procedure by which teachers take the various components described in a
course syllabus objectives, materials, content areas, approaches and meth-
ods and develop from them, and in a logical and sequential order, the ac-
tivities and strategies to be undertaken in the classroom. Each objective is
student-centered and focuses on the latter's ability: 1) to improve aural skills
via dictation; 2) to learn terms commonly used in marketing; 3) to participate
in a discussion of marketing concepts; 4) to carry on a marketing interview;
5) to write a commercial letter requcsting marketing information; 6) to read
t'or discussion, comprehension and general knowledge a newspaper article
concerning a typical marketing problem in Spain; 7) to compkte grammar re-
view and translation exercises using marketing terms to impr(n e writing skills
for business contexts; and 8) to discuss the maimer in whieh business is con-
ducted in a Spanish-speaking country to make students sensitive to cultural
differences. These objectives are followed by a list of the virious instruc-
tional materials that will be used in each lesson and include textbooks as well
as other written and audio-visual aids. The plan concludes with a description
of the learning activities to he undertaken a variety of aural-oral, written.
and reading exercises which fulfill the student objectives and specifies the
sequence and time-frame in which they are to be carried out. It is a compre-
hensive plan of action designed to meet learner needs and k designed to im-
prove the latter's overall performance for business related situations.

While program design, syllabi, and les, on planning are essential to
the development of foreign language business courses, instructional and
karning systems and strategics are equally crucial. They determine how the
emu ses arc taught and they influence, to a great degree, how wdl students
will perform. In general, the types of learning or teaching methods used, will
depend on the objectives, focus, and lesson plan for the course as well as on
the instructional approach. For example, if the lesson aims for a mastery of
the types of correspondence, procedures and practices used in the business
world, the instructor will concentrate on letter-writing, reading, 1,,1ures and
di',;:ossions to realiie these goals. If, on the other hand, the purpose of the
course is to try to achieve oral proficiency, then the person in charge will em-
phasize, though not exclusively, such methods as role-playing, structured
and spOnianeOUS Conversations, presentation of reports, and other speaking
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activities. The same will he true if the aims of the course are reading compe-
tence, proficiency in translation or interpreting or those related directly to
acquiring a knowledge of cultural differences and business practices. The
techniques utilized to achieve each of these goals must be those that will help
students gain mastery of the particular skill and subject matter being taught.
While many strategies have been developed and published for general lan-
guage instruction, only a few have been "marketed" and written about for
business language classes. The ones most commonly mentioned are those
used to teach letter writing and oral communication skills for commercial
purposes and situations.

With respect to commercial correspondence, one of the most interest-
ing instructional techniques is the one developed by James W. Brown of Ball
State University (1977). Applied to all aspects of letter writing. Brown's strat-
egy comprises several parts and is structured on the learning packet concept
of individualized instruction. It begins with a statement of clearly defined
objectives : "Upon completion of this packet, students should be able to:
1) identify some of the major differences in mailing customs between U.S.
and Hispanic countries; 2) read and address letters; 3) read and write infor-
mal letters to the students level of proficiency; and 4) read and write some
types of business letters at the students' level of proficiency" (Brown, p. 4). It
follows with a list of verbs commonly used in correspondence and asks stu-
dents to master their past and present forms after a teacher-directed review.
Once this phase is successfully completed, the next one explains how students
are to undertake the activities for each of the four subsequent lessons. Thc in-
structions and activities for this phase focus on reading assignments concern-
ing the subject covered in each unit as well as on a series of self-correcting
written exercises. The four units are: ) Mailing customs in the U.S. and
Spanish speaking countries, 2) Addresses and envelopes, 3) Informal letters,
and 4) Business letters. The strategies used in the last lesson will he of partic-
ular interest to neophyte business language teachers because the author out-
lines each one in detail. Briefly, he begins by contrasting commercial corres-
pondence in the U.S. to that of Spanish-speaking countries and notes that,
while English business letters are generally brief and to the point, Spanish let-
ters tend to be more formal and flowery. He then lists the opening and clos-
ing phrases in Spanish, giving their various uses, and includes a model busi-
ness letter for a discussion of style and content. He follows this with a _cries
of building-block type of written exercises from completing sentences of a
letter in Spanish to the complete translation from English into Spanish of
another, all with answer , and concludes with a letter-writing assignment to
be corrected by the instructor. These activities are carefully developed and



136 Ronald Carl Cere

consider all phases of correspondence needed to help students acquire good
letter-writing skills.

As for oral communication, the strategies used to help develop this
skill are even more impressive than the ones utilized for mastering letter-
writing. A case in point is the technique used in a Swiss-French ESL Program
(Rivas, 1975). The instructors devised a rather unique method for training
their present and future international business managers in oral communica-
tion skills. First, realizing the need to simulate a real-life business setting,
they transformed the classroom into a conference room, thereby simulating
the real situation and preparing the students psychologically for what was to
take place. Next, using a functional catalogue of 300 kernel :-.ntences tran-
scribed from tapes and notes made at actual business meetings, they prepared
instructional materials and developed a tape program for me in the class-
room. For the most part, these materials consist of a series of oral and writ-
ten e ses and are part of a rather complex learning system. The latter, the
mainspring for the entire program, in turn, is a mixture of several methods
and approaches audiolingual, notional functional, structural situational,
etc. and eomprises three stages. During the first stage, the students, who
are already fluent in English, making this an advanced-level program, learn
the lexiL.on and variations of the 3(X) phrases via oral drills that goes from the
most to the least structured and frorn the syntactically least simple to the
most complex. 1 hey then practice several additional business dialogues
based on the aforementioned phrases and learn them via a series of taped ex-
ercises. 1. ike the pro ions step, this one stresses speaking, hut also focuses on
the affective, natural and sociolinguistic aspects of language learning. Once
this phase is completed, students proceed to more unstructured conversations
by. means of dialogue adaptations. rhese are also of the situational vat iety
and range fr om the easy to the more difficult. In the final stage, students are
asked to undertake, in the conference room, spontaneous business conversa-
tions which approximate those found in real life. These strategies, as the ar-
ticle in which they are described attests, help learners complete each task sue-
eessfully and lead to their ability to function more effectively in actual busi-
ness situations. These strategies, no doubt, could be used for similar pur-
poses and with equal results in other languages.

he various aspects of program design, syllabi and lesson planning,
systems of !earnings, and teaching strategies for foreign language business
classes have been presented and explicated in this paper. I.rom the inf orma-
lion gathered and discussed it would seem that in order to construct such a
program some very concrete and well-defined steps of organitation and de-
velopment must he undertaken. These include: 1) the preparation and eon-



Ronald Carl Cere 137

ducting of a well-designed survey which will identify the specific learning ob-
jectives, content areas, modes of instruction and types of activities that will
meet professionals' needs; 2) the structuring and preparation of a program
and syllabus or syllabi which will reflect the findings of the needs assessment,
especially regarding course requirements, level, objectives, subject areas and
approaches; 3) the organization and development of moterials, lesson plans,
learning systems and teaching strategies which will help realize the needs of
students; and 4) the evaluation of all phases and aspects of the program par-
ticularly instructor and learner performances, to assess areas of strength aitd
weakness and to improve overall effectiveness. Of course this entire proce-
dure implies the undertaking of much research and experimentation in non-
traditional areas of language learning, especially with regard to content and
instructional approaches, and suggests that some retooling may be in order,
not a bad thing in itself It also indicates the need for seeking and developing
new bonds of cooperation between educators at all levels elementary

through college and in related fields business, art, sciences, etc., as

well as new ties between education, business, government and other commu-
nity sectors so that the tasks at hand can be accomplished successfully. In
short, it means time, imagination, flexibility and hard work. The challenges,
opportunities and satisfaction that will accrue, however, should more than
offset the energy expended in these efforts,
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Appendix A

(a) Possible Questions to Assess Professionals' Educational Needs

1) What is the name of your employer? What is the nature of your
operat ion?

2) How many employees are there?
3) If any of your employer's operation is foreign, which geographi-

cal area does the latter include?
4) What percentage of the staff is based overseas? Where?
5) If your employer's operation is totally domestic, do you have

clients who are foreign nationals or non-English speaking?
What are their countries of origin?

6) Which sectors or areas of your employer's operation require a
knowledge of foreign languages and for what purpose?

7) Which languages and language skills (speaking, reading, writing,
translation, etc.) would be useful to staff employed in these
areas and for what purposes?

8) If a knowledge of cultures were equally valuable to the staff
cited above, which cultures and aspects of culture would be
most important?

9) What percentage of the staff has a survival language capability
and in which languages?

10) What countries has staff visited, when, and for how long'?
11) What problems, professional, linguistic and cultural has staff

encountered at home and/or abroad?
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12) What language/culture training, if any, does your employer
provide?

13) Which of the following instructional-learning approaches would
you prefer as a part of intercultural training: a) cognitive/
didactic (lecture discussion), b) affective/personal (behavioral
studies), 3) practical/functional (situational) or 4) experiential
(a combination of the above approaches)?

14) Would your employer be interested in a training program that
would meet the language and cultural needs of staff members
working in intercultural or international settings?

(b) Possible Questions to Assess Students' Educational Needs

1) In what field are you currently seeking a position? If known,
what are its title and responsibilities?

2) What language(s), if any, would you use professionally or per-
sonally? Which have you studied in the last three years for at
least two years?

3) Which culture(s) would you like to have a knowledge and un-
derstanding or?

4) Would you enroll in a foreign language culture course that
would complement your professional training'?

Appendix B

a) Sample s.Olahus Business Spanish Coursc 1st Semester

Business Spanish
Prerequisite: 2 years of Spanish or
permission of instructor

3 credits
1..eel: 3rd year

Required texts: Intercultural Cwnmuntcating: Provo, Utah: I.anguage and
Intercultural Research Center, Brigham Young UniNersity,
1982.

Mayers, Nlarvin. /1 Look at Latin merican Life-,Styles.
Dallas: International Museum of Cultures, 1982.

Santos, Nell.. bpariol comercial. NeNS York, Harper &
Row, 1981.
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Program

Week

1st Introduction: overview of course. Culture: self-awareness (dimen-
sion of personality, concept of self and perception).

2nd Business Administration and Management: temrs, readings, busi-
3rd ness form letters and contracts. Culture: self-awareness (prejudice,

growth and development, creativity). Hispanic culture: value sys-
tems.

4th Banking operations: terms, readings, letters of credit and informa-
5th tion, bills of exchange. Hispanic culture: concept of time and space

and art forms. Exam I.

6th Real estate: terms, readings, related correspondence. Hispanic say-
7th ings, proverbs gestures, social proprieties.

8th Oral reports: interviews, role-playing for business situations, inter-
preting. Hispanic culture: the family and life-styles.

9th Accounting and Bookkeeping: terms, readings, letters requiring
10th payment, business ledgers. Hispanic culture: social classes and re-

ligion. Exam II.

I Rh Credit and Finance: terms, readings, letters soliciting credit and
12th protesting non-payment of bills. Hispanic culture: education, mass

media and recreation.

13th Business Law: terms, readings, letters granting power of attorney,
14th legal documents. Hispanic culture: political and judicial systems.

15th Oral reports: interviews, role-playing of business situations, inter-
preting. Hispimie culture: the military.

Final exam and ot al practicum.

I.)) Sample s halms Businem Spanish Course: 2nd Semester

Business Spanish
Pret equkile: Business Spanish 1st semester

3 credits
I,evel: 3rd year

Required texts: Latin America, rev. ed., Provo, Utah, Language and In-
tercultural Research Center, Brigham Young University,
1979.
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Reindorp, Reginald. Spanish American Customs, Cultures
& Personality. Macon, Georgia: Wesleyan College, 1968
(copies on reserve in library).

Santos, Nel ly. Espatiol comercial. New York, Harper &
Row, 1981.

Program

Week

1st Introduction: overview of course. Hispanic culture: geography
(Spain).

2nd Macro- and micro-economics: terms, readings, sales and interna-
3rd tional payment letters, suppliers' memos and vouchers. Hispanic

culture: geography (Mexico, Central America, Cari) Nan).

4th Statistics, data processing, computers: terms, readings, program-
5th ming, short reports; questionnaires and surveys. Hispanic culture:

geography (South America).

6th Secretarial and office management: terms, readings, memoranda,
7th telegrams, cablegrams, receipts. Hispanic culture: economic reality

of Spain and South America.

8th Oral presentations: interviews, role-playing of busi.,ess situations,
interpreting. Hispanic culture: economic reality of Mexico, Central
America and the Caribbean.

9th Marketing Management and international marketing: terms, read-
10th ings, marketing reports, letters of consignment, import/export doc-

uments. Hispanic culture: concepts and attitudes in U.S.-Hispanic
business relations. Exam 11

11th Advertising and sales: terms, readings, advertisements, letters re
12th questing catalogues and pikes, purchase orders, invoiccs.

culture: business customs and practices.

13th Transportation and insurance: terms, readings, shipping invoices,
14th claim and adjustment letters, insurance and transportation forms.

Hispanic culture: business customs and practices.

15th Oral presentations: interviews, role-playing of business situations,
interpreting. Hispanic culture: summary and conclusions.

Final exam and oral practicum.
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c) Description and requirements for Business Spanish courses: First and
Second Semesters

These sequence courses are designed for students preparing for ca-
reers in international business and economics particularly as they relate to

the Spanish-speaking world.
Terms common to the multiple fields of business, commerce and ec-

onomics will be presented and studied as will some of the related concepts.
Readings concerning the different business areas (marketing, finance, ac-
counting, advertising, business administration, macro- and micro-economics,
etc.) will be undertaken for discussion and the composition of the various

types of commercial correspondence and documentation will be introduced
and will also engage in real-life situations peculiar to the business world via
oral situational role plays. They will also familiarize themselves not only

with the distinctive professional conventions of Spanish and Spanish Ameri-
can business meetings and procedures, but will become knowledgeable of
the attitudes, customs, manners, and life-styles of their Spanish-speaking
counterparts. Moreover, translation exercises dealing with the commercial
themes and correspondence will be undertaken as will interpreting practi-
cums dealing with specific business situations. Finally, lectures on the differ-

ent aspects of Spanish and Spanish American cultures will be given weekly
and grammar reviewed as necessary. Filn, slides and other audio-visual
aids, including videotapes, will be used in aUdition to the required texts and
articles and other selections culled from newspapers and magazines to pro-
vide students with a comprehensive course of instruction.

The objectives for both courses are four-fold: I) to help students de-
velop communicative competence in Spanish for all the skills listening,

speaking, reading, and writing for business and business-related situations
and undertakings; 2) to provide them with a knowledge of the terminology,
practices, procedures, and documents used in international business; 3) to
familiarize learners with the socio-economic, political and geographical re-
alities of the Spanish-speaking world as well as with the latter's customs, tra-
ditions, attitudes and values; and 4) to give students some understanding of
basic business concepts, practices and customs in Spain and Spanish America.

Oral and written examinations will be administered periodically and
quizzes given as needed. Several oral and written reports on specific business
and business-related topics will also be required as will participation in all
other classroom activities. Other projects will be assigned and graded during
the course ot both semesters and students performance judged according to
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their level of I ) communicative proficiency, 2) cross-cultural awareness and
sensitivity. and 3) knowledge. use and understanding of business terms, con-
cepts, correspondence and documents,
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The Videocassette Challenge:
Strategies for the Foreign Language
Teacher

Richard Terry Mount, Joann Mc Ferran Mount,
Aida Z. Top lin
University )f North Carolina at Wilmington

Making the Case for Videocassettes

Today American spend almost as much time watching television as
they do working at their jobs. Are viewers influenced by what they see while
watching hour lfter hour? Manufacturers seem to feel that television can
have a profound impact on behavior. After all, they spend billions of dollars
per year on commercials intended to convince viewers to buy their products.
Politicians are also impressed with television's potential. Each election year
they pour millions into political ads that depict their candidates as saints arid
their opponents as sinners.

Television obviously has immense appeal for students. Can instruc-
tors tap video's potential for the classroom and turn this instrument of enter-
tainment into an instrument of education'? How can video programming be
used to facilitate students' efforts to learn a foreign language? If videos are to
make a significant contribution to classroom teaching, they must offer ad-
vantages not easily achieved through regular teaching techniques and other
media.

Special Qualities of Foreign Language Videos

Robert Ariew points to some of the advantages of video. Unlike
slides it provides motion and illustrates scenes, actions and processes (Ariew,
p. 47). Also, unlike films it is almost noise free and v..ry flexible. It can be
paused, advanced, reversed and even removed from the machine at exactly
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the frame where the instructor wants to continue the next lesson. It is also
less expensive than film and more easily available than videodisc.

Frequently one hears that students face some difficulty when they
leave language classes and study under a different teacher or travel to a for-
eign country to practice what they have learned in the classroom. Students
report trouble making adjustments as tney listen to new accents, different
speaking styles, or the idioms of a particular region. They are accustomed to
the language of their classroom teachers, aid the language of other speakers
at first hearing may sound no more understandable to them than one they
have never heard. Adjustment to new intonation and rhythm patterns comes
painfully. The learning experience can develop much more effectively, how-
oer, if students hear different styles and accents in videotaped programs.

Exposure to a variety of voices prepares students for the real world of
language diversity and helps them to understand everyday speech. Obviously,
an overabundance of exposure to informal styles can prove confusing in the
early years of study, but if students receive at least moderate amount of expo-
sure, they will find themselves better prepared to face the world beyond the
classroom. Also, when students watch actors encounter each other in a dra-
matic setting, they hear language spoken at a normal pace, rather than the
slower, well-articulated classroom pronunciation. In short, video programs
prepare students to understand situations involving rapid, animated, and
sometimes even slurred conversation. They enable students to understand a
variety of people whose voices reflect a myriad of class, ethnic, and regional
backgrounds. As Pierre J. Caprett, French professor at Yale University,
notes, the language of the video is idiomatic and natural Mosley, p.

Furthermore, watching real-life situations and conversations on vid-
eotape helps take students beyond formal textbook exercises. Caprett says,
"television enables us to bring France right into the student's living room. It
offers us the chance to give students direct contact with the French people,
just as if they had traveled there. Yet we are able to stwcture the contact so
that it becomes a language lesson" (p.

Producers of videotapes show considerable savvy about the tastes of
today's generation, and they often present their material in a soap opera for-
mat. The language suddenly appears much more interesting and relevant as
students listen in the context of budding romance, broken love, conspiracy,
hopes, dreams, ambition, and disappointment. For a generation that grew
up with As the World Turns, videotapes make compelling entertainment.
They educate without reminding the students constantly that they are partic-
ipating, in Cie learning process.
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Using Video in the Classroom

There are a variety of ways one can employ video materials in the
classroom. There are no airtight solutions, no techniques applicable to all
situations. The instructor will waea to experiment with individual groups of
students and select the approaches that work best. What are some of the fa-
miliar problems, and possible solutions?

One difficulty is related to the length of feature films which often run
for 90 to 120 minutes, a stretch that does not work well for the typical class
period of 50 or 75 minutes. Through experimentation, one Oiscovers that it is
not necessary to show an entire film at one time. To ensure that there is ade-
quate time and opportunity to discuss both language and message, a viewing
of a 15-minute segment often works well. Sometimes one can proceed with
the rest of the film in serial form, showing additional 15-minute excerpts
once or twice a week until the entire story has been examined. This "serial"
approach works marvelously in the showing of Argentina's gripping drama,
La historia oficial (Alrni Pictures). Students are motivated to see the ensuing
portions of the story in order to learn what happens to the leading characters.

The use of a single 15-minute segment also works effectively without
follow-on. Students do not need to witness the entire drama to gain some-
thing of value from it. The important task for the instrudor is to preview the
film and select that portion which particularly rivets attention, shows impor-
tant examples of language usage, and stimulates discussion. Then it can be
taken into the classioom with specific activities and objectives in mind.

Another problem is that students often have difficulty understanding
the story and the language at the same time. They miss much when they must
simultaneously make sense of the characters' backgrounds, follow the thread
of the story, and interpret the language. Efforts to understand what is occur-
ring in the drama can become a strenuous and frustrating exercise if students
lack a good introduction to the subject of study. In advance of class presen-
tation of a dramatic film, the instructor should provide a brief written de-
scription of the principal characters as well as a short "treatment" or outline
of the plot. It the film segment contains slang or idioms, it is worthwhile to
introduce them to the students in the preview period. The students can then
watch the program with particular satisfaction as they come to understand
the slang in the context of the story. It is also useful to provide students with
a brief list of questions to be discussed following viewing of the video. This
prepares them for the kind of analysis that will be expected of them and
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helps to give them direction. It ensures that their viewing experience will be
active, not passive.

Classroom work with video suggests one important conclusion about
the instructor's role. The instructor must do considerable preparatory work
to make media-based education a success. Attempts to introduce a little video
material just to make classroom work more interesting will produce little
gain. Video instruction works effectively only when the teacher does essential
groundwork, carefully previewing the tapes and preparing maierial to help
students focus on what is important and new.

Selecting Materials

The proper selection of video equipment and materials is crucial to
incorporating video successfully into the classroom. There are many types of
commercially available videocassettes and the variety is growing rapidly. One
sees a constantly expanding market, an increasing number of dealers, and
ever-larger catalogues.

Very little equipment is needed for a basic video program: one video-
cassette player or recorder connected to one television monitor. The VCR
features should include "shuttle search" and "freeze frame/pause." Both al-
low the picture to remain on the screen when they are activated; thk. irst is
useful for replaying short segments, the second for stopping to discuss a still
frame. A color video projector k an added plus for wide-screen viewing in
large classrooms and auditoriums.

Choosing Videocassettes

In the selection of videocassettes, the following items should he con-
sidered when making orders for rental oi purchase:

Calegorie.s videocas.se11e.s and .siducci Inaller. I he
choice of subject matter should be determined bv the
teacher's purpose or goal in using ideocassettcs and by
the students' level of experience. Most available materi-
ak will fall into one or more of the following categories:
travel, hktory, art, sociology, anthropology, literati!! e
and literary materials (plays, dramatizations of novek,
poetry readings, biographies of authors), musical pres-
entations, feature-length films, silent films, animated
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cartoons, television commercials and programs, "soap
operas" and dramatic serials, specialty videos (cooking
demonstrations, exercise and physical fitness instruc-
tion), tapes made to supplement textbooks, and tapes
made strictly for language instruction (the Berlitz series,
the Language Plus Survival Course, the BBC Foreign
Language Series). This wide variety of materials provides
for a good range of levels of difficulty and gives the
teacher the opportunity to choose the materials that are
most appropriate for the students' proficiency level and
the teacher's goal for a given activity.

2. Video sizes and formats. Most materials are available on
VHS and Beta. The low cost of the VHS 1/2" tape makes
it the most popular.

3. Languages used and subtitles. Materials are available re-
corJed in English only, foreign language only, and for-
eign language with English subtitles. In addition, many
feature-length films originally produced in English are
available dubbed in foreign languages. The use of the
last group cannot be recommended; the lack of coordi-
nation of sounds, lip movements, and facial expressions
can be very confusing. Some videocassette dealers make
special offers for videocassettes purchased with both
Fnglish and foreign language sound tracks.

4. Length. This varies from a few minutes for television
commereials to two to thiee hours for a feature-length
film or several hours for a complete dramatic serial or
instruetional series. Segments of a videoeassette as shot t
as one minute can be used effectively.

s. Cosi. The cost may range from $39.00 or less for a sin-
gle videocassette to as nuich as S4.(XX).(X) for a complete
series. 14 low cost of videocassettes is one factor that
makes them so appealing tor classroom use. ( Vo give an
esample: a lOnun filin from Films for the I I umanities

hich lists for .$975.A) can be purchased for $199.(X) on
videocasset te.)

6. Dale cu original filming. Vhe date is very important it
the I ust MCI or is looking for eontemporar mat enals,
Many older t ihns are being reissued as videoassettes
and slide ser ics and films!rips arc also being converted
to videocassette format.

I
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7 Color versus black and while. While most new materials
are in color, and color is normally more interesting and
useful, classic films produced in black and white should
not he overlooked or rejected simply because they lack
color.

S. Ratings of feature-length films. Ratings are often not
available. The teacher must preview and make his or her
own rating or judgment as to the appropriateness of the
material for the age group and teaching situation, espe-
cially when dealing with foreign-made films.

9. Preview, purchase, and rental policies. Many dealer.: will
send videocassettes for "preview with intent to pur-
chase." It is usually easier to use this procedure through
the school library or purchasing department rather than
as an individual instructor. Some dealers lease or offer
memberships in rental clubs. However, it is probably
best to purchase, considering the time and effort ex-
pended in making supplementary materials to use with
videocassettes. After developing exercises and activities
for a particular videocassette, the teacher will want to
have that videocassette available for future use.

10. Teaching aids. Some videocassettes come with free-of-
charge teachers' guides or with student booklets which
may be purchased separately. These written aids include
vocabulary lists, pre- and post-viewing exercises and ac-
tivities, scripts, and synopses.

Keeping these ten considerations in mind, the teacher must become
familiar with the catalogues of a number of dealers (see Appendix). With
the rapid growth of the industry, new videocassettes and ancillaries are ap-
pearing monthly. Teachers accepting the challenge of videocassettes will
want to have their names added to all mailing lists possible and will need to
watch for new companies entering the market.

Using Videocassettes Effectively

The use of videotape as a motivational and supplementary activity
to what students often view as routine classroom work requires much plan-
ning and preparation. Many decisions have to be made far in advance of the



Mount, Mount, and Top lin 151

introduction of the tape into the classroom. The instructor must decide what
specific purpose a given tape is to serve. For example, a videotape may be
particularly appropriate for study of a variety of grammatical points (e.g.,
object pronouns, command forms, past tenses, etc.), vocabulary building,
theme writing, conversational activities, and cultural enrichment.

The first step toward use of a videotape will be to view it, perhaps
several times, taking note of possible classroom uses and then deciding at
what point in the particular course the video or segments of it can best be in-
troduced. If the tape has an accompanying teacher's guide or activity book-
let, then much of the preparatory work may already be done. If not, .he in-
structor will need to devise activities, including vocabulary lists and work
sheets. Preparation may include, at least for brief segments, a "script" of the
segment for use as a reference. For lortger videotapes, notes taken during
the previewing can serve as a later guide. Writing the script or taking notes
gives most of the material needed for compiling vocabulary lists and also
makes apparent the grammatical structures used in the videotape.

Watching visual images carefully is essential for identifying unspoken
vocabulary items necessary for describing the content of the video. For in-
stance, the action of a particular segment of a Spanish film may ,:ccur at the
side of a lake with boats, fishermen, and mountains in the background while
the words lago, barco, pescador, and montaria arc never spoken. The in-
structor will wish to supply such terms in order to aid the students in express-
ing their own thoughts about the film.

Once the specific use to be made of the videotape has been decided,
it is time to prepare for its pi esentation in the classroom. Classroom use
should be carefully structured and lead toward the accomplisf4nent of feasi-
ble and well-defined goals. A structure that works exceedingly well for most
kinds of videotapes and can be easily modified for others is a plan of three
stages adapted from Goldberg's Video Guide to Accompany Videocassettes
from Radio TelevisiOn Espanola (pp. vii-viii). A similar memod, though less
obvious!.; stated, is also discernible in Lonergan's comprehensive Video in
the Language Classroom. The three stages are: (1) introduction, (2) cornpre-
hension check, and (3) follow-up.

In the introductory stage the instructor lays the groundwork for de-
riving maximum benefit from the videotape introduction of vocabulary
and review of grammatical structures to be emphasized. Vocabulary lists and
grammatical review are presented in one class meeting in anticipation of
viewing the tape in the following one, or the lists are distributed and review
is assigned as homework. Vocabulary lists should be kept to a minimum and
include only obviously essent;a1 items. Focusing on just two or three gram-
matical structures at a time keeps thc material from becoming unwieldy and

1.5 t;
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does not overwhelm the students. Necessary cultural information is also pre-

sented during the introductory stage to provide appropriate background for

the tape.
When this preparation has been completed, a "preview" is given to

the class introducing only short selected portions of a segment to reinforce
key vocabulary and grammatical structures. The instructor must decide in
advance which parts of the videotape are most appropriate. The preview

serves to make the students more comfortable with the videotape; they see
important characters and hear the language spoken. This also whets their cu-

riosity much as the previews of coming attractions do at the movie theater.
After the in-class preview, materials to be used in the second stage are distrib-

uted and examined so that ste.J.Nits will know to look and listen for certain

items.
During stage two, the comprehension check, the segment is shown

from beginning to end, with pauses at intervals. At these intervals compre-
hension is measured by means of the previously planned activities. This check

should be viewed net as a test but as a guide to the students' understanding

of the recorded material. Comprehension activities may include questions to

be answered regarding content and statements to be marked true or false
(cierto-falso, vrai-faux, richtig-falsch, etc.). If the goal is vocabulary acquisi-

tion and reinforcement, word lists are prepared and students are asked to
check items mentioned and/or seen on the videotape. These lists should be

limited to material pertinent to the understanding of the videotape. The ad-
vantage of teacher-made lists is that students can simply mark items without

having their attention diverted from the videotape. This is a form of note
taking described by Lonergan (pp.20-29) which can be abandoned in favor

of true note taking as the students' ability in the language increases. A sec-
ond advantage is that students have the words written correctly before them.

They are not encouraged to reinforce misspellings of the vocabulary items.
The comprehension check affords an excellent opportunity for oral

work in the language. At each section pause, students respond to compre-
hension questions based on content and are encouraged to use the grammati-

cal structures being emphasized. Students may also be asked to summarize
the content of the section viewed and to express their reactions to it, or they

can make br ief notes at section pauses and summarize everything at the end

of a segment.
During the comprehension check, the various functions available on

the videocassette player are particularly valuable; they offer this medium a
distinct advantage over the use of film projector and screen. The rewind fea-

ture allows for quick repetition of a section for clarification or reinfk,rce-
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ment. Another possibility is to replay a section with the volume turned down
while students comment on or describe the characters and action. If the VCR
is equipped with a "freeze frame/pause" feature, the action can be frozen for
discussion of the still picture. Depending on the length of the segment, the
comprehension check may be extended over several class periods until the in-
structor is satisfied that students understand the segment and have achieved
appropriate mastery of the grammatical constructions.

During the third stage, the follow-up, the entire videotape or lengthy
segment is viewed without interruption and activities of a more creative type
are introduced following the viewing. For example, if the students have seen
a video set in a provincial town, they can comment on or write a short de-
scription of life in that town and the life-style of the characters portrayed. If
they are familiar through previous study or experience with life in Paris,
Frankfurt, or Mexico City, thcy might compare life in the small town and the
large city. One of the exciting aspects of the follow-up stage is that students
will be struck by certain things not noticed by the instructor. Thus, students
themselves participate in the selection of themes for follow-up activities.

Using Commercials

Versatile tapes for use at the elementary level arc those containing
collections of television commercials. Commercials are short and can be
shown in their entirety in a matter of minutes and they are designed to be
viewed again and again. Also, they generally have catchy tunes or phrases
which quickly become embedded in the students' minds. The following plan
shows what can be done with three Spanish commercials from 'reacher's
Discovery's Comerciales en espanol (Trix, McDonald's, Capri-Sun):

Purposes of activity: to build vocabulary, to demonstrate
uses of para, hay. and verbs like gustar; to heighten aware-
ness of Hispanic presence in the United States.

A. Introduction
1. Play the commercials in their entirety.
2. Distribute materials for vocabulary and language

focus.
a. Review vocabulary.
b. Review uses of para, hay, and verbs like gustar.

3. Tell students what to listen for:
a. "Trix es para niños, no para conejos."
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b. "No hay más papitas."
c. "A los niflos les encanta y tambien a su mama."

4. Have students invent new sentences using para,
hay, erwantar.

13. Comprehension check
1. Play each commercial separately, repeating it or

sections of it as needed.
2. Complete comprehension activities:

a. Word lists (foods)
b. Informational questions
c. Multiple choice or true-false exercises
d. Oral summary

C. Follow-up
1. Play all three commercials without interruption.
2. Activities:

a. Have students tell differences in these commer-
cials and the ones they are accustomed to see-
ing and hearing in English.

b. Have students explain why these commercials
are shown on television in the United States and
mention places where they would likely be seen.

Dubbing a Travel Film

A productive activity for intermediate to advanced students is dub-
bing (having the students supply their own foreign-language commentary or
narration for a tape with English sound track). In this activity, the studt-mts
read their compositions aloud to the class while the video is shown with the
volume tut ned down. Or they record it outside of class on a tape recorder
and then play it in class while the video runs silently (Lonergan, pp. 77-79).

Travel films made co attract American tourists to the various foreign
countries are an ideal choice for the dubbing activity. While there may be a
tendency in these films to show only the attractive and "quaint" features of
the particular country and to overemphasize those with which the American
tourist can identify, they are nevertheless of professional quality and have
excellent photography. They are also bound to include (even if in visual im-
ages only) important historical, architectural, and cultural information
which can be of benefit to students. For this activity, the basic plan outlined
above must tie varied. The comprehension check as such is no longer needed
since the original commentary is in English; then the three stages become:
(I) intrOduction, (2) writing activity and (3) follow-up.

1 5,,
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Using Feature Films

Full-length feature movies require special attention. Feature movies
are best used with advanced classes. If they come with English subtitles, these
may be masked with a strip of paper taped to the bottom of the screen so that
students are forced to concentrate on the spoken language. During a subse-
quent repetition of a section the students can listen and look at the subtitles
for mistranslations or omissions. For classroom use the feature movie must
be broken into segments that can be treated in class according to the three-
stage plan. If the film is to be viewed in its entirety, it must be presented in
serial form much like a soap opera.

Students are accustomed to the soap opera format and will have no
objection to this type of presentation. As the movie progresses, each new sec-
tion may be preceded by a summary of the previous day's action, presented
in the target language either by the teacher or by a student assigned the task
for the day. Another approach, especially good for college classes in which
time is limited, is to assign viewing of the movie outside of class (in the li-
brary or language lab) to be followed by in-class viewing and discussion of
selected scenes.

Some feature movies lead the class to develop more sophisticated
projects such as investigation or study of a particular historical period, a so-
cial problem, or customs. The movie may be viewed as a work of art and dis-
cussion of film techniques can take placesymbolism, flash-back, setting,
characterization, motivation, etc. An example of a film that lends itself well
to investigatory projects is the aforementioned and widely available La hi5to-
ria oficiaL For this film, students can be assigned projects based on the trag-
edy of the desaparecidos or on more general topics like the history of Argen-
tina, the cultural diversity of the country, etc. Because other events such as
the Malvinas crisis are mentioned in the film, the problems and situations
represented by such events may be researched and discussed as a follow-up
activity.

Meeting the Challenge

The videocassette challenge can be met successfully and enjoyably
by teachers and students and financial investment does not have to be great.
After a small initial investment a videocassette collection can be enlarged
year by year. However, the instructor must make a commitment to invest a
substantial amount of time and energy in the preparation of well-organized
exercises and activities for the incorporation of video into the total classroom
experience. The three-stage presentation plan discussed above provides a
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simple but flexible basis for the development of supplementary materials.
The yield from the investment of money, time, and energy is apparent in the
positive reactions and improved language skills of the students.

Appendix

Selected Videocassette Sources

CONSULATE GENERAL OF THE FEDERAL REPUBLIC of GERMANY
1000 Peachtree Center Cain Tower
229 Peachtree Street, N.E. Telephone: (404) 659-4760

Atlanta, Georgia 30043-3201

CROSSROADS VIDEO
15 Buckminster Lane
Manhasset, New York 11030

FACETS MULTIMEDIA
1517 W. Fullerton Avenue
Chicago, Illinois 60614

FILMS FOR THE HUMANITIES
P. 0. Box 2053
Princeton, New Jersey 08543

FILMS INCORPORATED
5547 North Ravenswood Avenue
Chicago, Illinois 60640

FOLK DANCE VIDEOS INTERNA'HONAL
10100 Park Cedar Dr., Suite 110
Charlotte, North Carolina 28210

GOETHE INSTITUTE ATI ANTA
German Cultural Center
400 Colony Square
Atlanta, Georgia 30361-2401

HOUGHTON MIFFLIN/College Division
134(X) Midway Road
Dallas, Texas 75244-5165

HOUSE OF TYROL
P. 0. Box 909 Gateway Plaza
Cleveland, Georgia 30528

Telephone: (516) 365-3715

Telephone: (312) 281-9075

Telephone: (800) 257-5126

'telephone: (800) 323-4222
Illinois: (312) 878-26(X)

Telephone: (704) 542-9404

'telephone: (404) 892-2388

Telephone: (8(X)) 588-8398
(214) 980-11(X)

elephone: (404) 865-5115
(800) 443-1299
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INICIATIVAS CULTURALES DE ESPA&A, S.A.
Apartado de Correos 14.655
28080 Madrid
Espatia/Spain

INTERNATIONAL FILM BUREAU, INC.
332 South Michigan Avenue
Chicago, Illinois 606N-4382

INTERNATIONAL VIDEO NETWORK
2242 Camino Ramon
San Ramon, California 94583

JEM COMMUNICATIONS, INC.
3619 Kennedy Road
P. O. Box 708
South Plainfield, New Jersey 07080

MUSEUM OF MODERN ART OF LAFIN AMERICA
Organization of American States
1889 "F" St. N.W.
Wasington, D. C. 20(()6

Telephone: (312) 427-4545

Telephone: (415)866-1121
(800) 443-0100

Ext. 561
Telex: 470242-PlER-UI

Telephone: (800) 338-4814

NORTHEAST CONFERENCE MEDIA
P. O. Box 623
Middlebury, Vermont 05753

THE ROLAND COL1 ECTION
3120 Pawtucket Road
Northbrook, Illinois 60062

TAMARELLE'S INTERNATIONAL FILMS
110 Cohasset Stage Road
Chico, California 95926

TEACHER'S DISCOVERY
1130 F. Big Beaver

roy, Michigan 48033-1997

V1D-DIMENSION,
4221 W. Sierra Madre, Ste. 109
Fresno, California 93722

t;

Telephone: (202) 789-6021

Telephone: (802) 3884017

dephone: (312) 291-2230

Felephone: (916) 895-3429
(8(X)) 356-3577

Telephone: (KX)) 521-3897
Michigan: (313) 689-9458

Telephone: (8(X)) 2334)089
California: (800) 336-1005

or: (209) 276-6(XX)
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WIBLE LANGUAGE INSTITUTE, INC.
24 South 8th Street
P. 0. Box 870
Allentown, Pennsylvania 1810"

WORLD VIDEO
P. 0. Box 30469
Knoxville, Tennessee 37930-0469
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Robin C. Snyder
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