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I would rather hear kind thoughts and sincere

fecling expressed in poor language, than the lack
of them in the best.
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PREFACE

Those who, at the present day, would reject an improvement because of
the place of its origin, belong to the same school of bigotry with those who
inquired if any good could come out of Nazareth.

~~Horace MANN.

Changing a curriculum is like trying to move a cemetery.

—Ray Lyman WiLBUR, PRESIDENT,
Stanrorp UNIVERSITY.

With the appearance in 1937 of the revised edition of Modern
Foreign Languages and Their Teaching by Robert D. Cole and James B.
Tharp,! and the more recent appearance of two scholarly books on
methods—Peter Hagboldt’s The Teaching of German (1940),% and
Charles H. Handschin’s Modern-language Teaching (1940),® there is
little need at the present writing for a critical synthesis and interpreta-
tion of the vast number of books, monographs, tests, and articles that
have appeazed on the subject of curriculum and instruction in foreign
languages since Johanris Ludovicus Vives wrote his famous De causis
corruptarum artium.* The afore-mentioned books, together with
Coleman and King's An Analytical Bibliography of Modern Language
Teaching,® Oliver’s The Modern Language Teacher’s Handbook,® the

1 Robert D. Cole and James B. Tharp, Modern Foreign Languages and Their
Teaching, D. Appleton-Century Company, Inc., New York, 1937, xxi - 640 pp.

2 Peter Hagboldt, The Teaching of German, D. C. Heath and Company, Boston,
1940, ix + 306 pp.

3 Charles H. Handschin, Modsrn-language Teaching, World Book Company,
Yonkers-on-Hudson, New York, 1640, vi - 458 pp.

¢ Johannis Ludovicus Vives (né Juan Luis Vives), Valentian humanist and
Renaissance educationist, 1402-1540, De causis corruptarum artium; De tradendis
disciplinis, Ezercitatio linguae latinae; De ratione studii puerilis.

s Algernon Coleman and Clara Breslove King, An Analytical Bibliography of
Modern Language Teaching, Vol. I, xiii + 296 pp., 1933; Vol. II, xviii 4+ 561 pp.,
1938, The University of Chicage Press, Chicago.

¢ Thomas Edward Oliver, The Modern Language Teacher's Handbook, D. C.
Heath and Company, Boston, 1935, vii + 706 pp.
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viii " PREFACE

reports of the Stanford Language Arts Investigation,! and current
issues of The Modern Language Journal,? constitute a minimum key
library?® which every prospective teacher of modern foreign languages,
as well as those already in service, will find of inestimable value.

The aim of this volume is not to duplicate what has already been
admirably accomplished, but rather to discuss in practical detail a
reconstructed supporting ideology for the teaching of modern foreign
languages, literatures, and cultures in American education. The many
evidences of insecurity and confusion lend strength to the conviction :
that the need is for the development of a creative conception of the ’
nature and function of language in human life, and of ways and means 4
for translating this conception into constructive action. The view- '
point of the present volume is not that of “teaching foreign languages
to students,”’ but that of helping young people to grow in ability to use i
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a foretgn language for worthy life purposes. Unless this point is clearly
understood, the author’s preoccupation with the sociological and
psychological foundations of language learning, and with education as
comprising more than formal schooling, will seem irrelevant indeed.
In addressing the chapters of this book to so complex a problem, the
author does not presume that a particular body of content, or a special
system of teaching, can provide a panacea. Neither is it the writer’s
intention to procleim a “ new’” method from the housetops. The germ
of many of the ideas supporting the discussions can be found in the
writings of great teachers of language from classical to modern times—
Quintilian, Vives, Comenius, and M. West—many of whom are quoted
in the pages that follow. The aim is not originality per se, but to
select the best wherever it is to be found and, if possible, to perfect its
adaptability to the needs of the present and future. In the references
to articles reporting successful classroom practices, the reader will find :
that credit has been given where credit is due. The author has taken :
the liberty, however, of formulating the following criteria as bases for ‘
the selection of content and learning activities:

- 1. Method is important in relation to the life objective that is to be |
achieved ; for people frequently become, not what their objectives are,

but what the means they employ subtly transform them into being.

Just as the individual who tries to become wealthy by illegal means is

more likely to end life as a criminal or racketeer than as a multimillion-

1 Walter V. Kaulfers et al., Foreign Languages and Cultures in American Educa-
tion, Reports of the Stanford Language Arts Investigation, Vol. II, McGraw-Hill
Book Company, Inc., New York. In press.

2 The Modern Language Journal. The National Federation of Modern Lan-
guage Teachers. Established 1920.

- 3 See also Appendix, references 1-156.
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FTEFACE ix

aire, so the child who is taught to read, write, or speak a foreign lan-
guage exclusively by means of proofreading exercises illustrating rules
of grammar is more likely to become an amateur proofreader (if he can
endure the course long enough) than a critical reader of good literature,
a fluent conversationalist, or a *“cultured” individual.

2. Knowledge anc skill have no significant value except in terms of
the uses to which they are put in life, i.e., in terms of the kind of human
beings which they enable people to become. The traditional concep-
tion that knowledge per se is power contains just enough truth to be
misleading. The average sophomore in high school, by virtue of his
contacts with books, radio programs, and moving pictures, has more
accurate knowledge of the worid than Plato or Aristotle could possibly
have had, yet few sophomores become Platos. Why?

Again, in an era of unavoidable social and economic interdepend-
ence, the effect which the use of a skill has upon other people is of
increasing importance. It is significant to observe that the roster of
penal institutions and asylums contains names of people with advanced
graduate degrees (and the “intelligence’’ necessary to attain them) as
well as Who's Who. Do not these facts have significance for teachers
of languages and literatures who have long had as their objectives the
building of humane attitudes on an international scale? Isit not time
that the teachers of foreign languages, literatures, and cultures join
hands with those frontier workers in the humanities who are vitally
concerned not only with the diffusion of knowledge, but also with the
development of the kind of mind-set that will guide the use of knowl-
edge and skill into constructive channels for the solution of the really
crucial problems of individual and group life? Certainly a nation
that has twice pledged itself to maintain the dignity of the individual
as a human being on all the continents cannot afford to neglect the
service that the foreign-language teachers of America can perform at
home in helping to prepare the citizens of tomorrow for a future in
which the mending of men’s minds and hearts will be far more impor-
tant than the mending of their pocketbooks.

In the preparation of this volume, the writer has drawn upon his
own eighteen years of experience ag & classroom teacher in Spanish,
French, German, and general language in junior and senior high
schools, evening schools, and junior colleges, and upon his work as
curriculum consultant to the Eight-year Study of the National Com-
mission on the Relation of Schools and Colleges. As director of the
foreign-language programs in the Stanford Language Arts Investiga-
tion (1937-1940) the author acknowledges with sincere appreciation
the cooperation of the participating teachers in putting many of the

i
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hynotheses advanced in this book to the acid test of effective class-
room use. Sincere thanks are also due the following individuals for
valuable assistance in the preparation of this book:

To Thornton Clark Blayne for vaiuable bibliographical and
technical assistance ir. the preparation of the manuseript.

To Dante P. Lembi of the Jefferson Union High School, Daly
City, Calif.,, and to Douglas M. Whittemore of the Menlo School
and Junior College, Menlo Park, Calif,, for a critical reading of the
manuscript from the viewpoint of the teacher in service.

To Professors Holland D. Roberts, William L. Schwartz, and B. Q.
Morgan of Stanford University for their friendly suggestions.

To the editors of School and Society, Curriculum Journal, Journal of
Higher Education, High Points, The High School Journal, The Ph:
Delta Kappan, Education, Progressive Education, The English Journal,
The Modern Language Forum, The Classical Journal, The French Review,
The School Review, The Modern Language Journal, The German Quar-
terly, Italica, Hispania, California Journal of Secondary Education,
Journal of Educational Research, and The Clearing House for permission
to quote from the pages of their magazines.

In writing for graduate students who are preparing to make
modern-language teaching their lifework, and for teachers in service
who may wish to familiarize themsélves with types of content and
learning activities that have proved successful in meeting the changing
educational needs of American life, the author is mindful of the fact
that these needs will change in the future as in the past and that for
this reason no final word with respect to the best kind of foreign-
language program for any given group of students ever can or should
be written. This fact, however, does not preclude the desirability of
calling attention to new needs that have seldom been met by conven-
tional foreign-language courses or to time-sanctioned practices that
defeat, as often as they achieve, the ends that they pretend to serve.
If education is to have anything to do with making human beings
behave differently from predatory animals or complacent sheep, then
in teaching the arts of communication it is safer to err on the side of
faith in the educability of growing boys and girls, under proper motiva-
tion and guidance, than to convert man’s most significant social
invention and most indispensable medium of thought into a mere
disciplinary instrument for the frustration or destruction of young
people.!

Stanrorp UNIVERSITY,
July, 1942,

1 For problems and issues for discusion see Appendix A.

WALTER VINCENT KAULFERS.
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EDITOR’S INTRODUCTION

Subjects are easier to teach than human beings.

A factis a fact. It will stay where you put it. It will not gooff on
a tangent at the flicker of an eyelash—at least it will not do so if it is
a proper and well-behaved fact. It will not look out of the window
when you are talking to it. It will not smile at you today and scowl
at you tomorrovs. A fact, if you really have it by the nape of the neck,
is always in there pitching for you.

Human beings are not entirely like that. They will work one
hour and loaf the next. Sometimes they will fail when according to all
appearances they should succeed and sometimes they will come through
magnificently for no good reason at all. No doubt the measure of
their unpredictability is merely the extent of our ignorance of them,
but the truth remains that our knowledge of learners is usually much
less than our knowledge of that which we attempt to teach them.

To teach facts is like playing chess according to rules; the pawns
and the pieces always move legally. To teach human beings is like
playing a game where the pawns occasionally stiffen their backs and
fight like queens, or where the knights and rooks and bishops some-
times lie down in the ditch and refuse to fight at all.

Linguistic facts are especially satisfactory to teach. Verbs com-
pounded with ad, ante, cum, in, inler, ob, post, prae, pro, sub, super, and
sometimes wita circum, take the dative, or if they do not conform to
this rule in certain instances, their very nonconformity is in itself a
pleasant fact to impart. When ¢ teach is construed with the single
accusative of fact, it gives safety and simplicity to the whole task of
instruction.

There may be no royal road to learning, but the royal road to teach-
ing was discovered long ago by the first grammar master who found
that the rigorous profession of helping children to achieve humanely
great goals through use of language abilities could be discarded for an
easy trade of teaching language skills for their own sakes.

The present book is designed for teachers who will have none of this
royal road. It is for teachers who believe that the arts of communica-
tion are not arts at all, but only busywork of tongue and brain, unless

Xxvi
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xviii EDITOR'S INTRODUCTION

they serve those human purposes which are above and beyond all the
arts.
The author of this book is a distinguished spokesman for this group.
He speaks as a teacher of long experience in helping young people to
use foreign Ianguages for achieving life objectives and in helping young
teachers to use foreign languages in the fask of developing human
personalities. Simply, clearly, and precisely he pictures the complex
of information, skill, and method which modern language teachers of

this faith and persuasion employ.
HaroLd BENJAMIN

UNiveERSITY OF MARYLAND
July, 1942.
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MODERN LANGUAGES FOR
MODERN SCHOOLS

INTRODUCTION
WHY FOREIGN LANGUAGES ARE SO FOREIGN

Facts that are not frankly faced have a habit of stabbing us in the back.
—3Sir HaroLD BOWDEN

Any program of instruction is functional if it actually attains with
a maximum economy of time and effort the objectives toward which
itisoriented. Any approach in foreign-language teaching is functional
if it is effective in developing ability to use a language for the purpose
or purposes for which it is being learned or taught. Obviously, one
cannot discuss any approach to the learning of a language except in
terms of the student—his abilities, background, interests, and probable
future—the objectives for which the language is being learned or
taught, the content and activities in and through which the objectives
are to be attained effectively with the least expenditure of time and
effort, or the resources of the teacher as the director of the learning
process. The learning environment is also destined to play an impor-
tant roie in determining particular types of activities that can be
carried on effectively during the course. What is possible in a class
of five beginning students, meeting around a table in a special foreign-
language room supplied with equipment in the way of phonograph
records, picture-projection facilities, voice-recording machines, class-
room library, and piano, is not possible to the same extent in a class
of 40 students regimented in five rows in a boxlike classroom, used
the preceding period for geometry and the following period for fresh-
man hygiene. Neither are the same activities possible in a community
devoid of cultural contributions from the country whose language is
being studied as are possible in & community rich in environmental
resources. Any discussion of the problem of foreign-language teaching
apart from these four considerations is destined to be, from the func-

1
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2 MODERN LANGUAGES FOR MODERN SCHOOLS

tional standpoint, little more than armchair philosophizing without
foundation in reality.

In considering the student in relation to foreign-language study, it
is important to bear in mind that almost every human being, except
congenital idiots and a small percentage of speech defectives, develops
considerable facility in the vernacular as regards pronunciation, vocab-
ulary, and language consciousness, or Sprachgefiihl, though in the case
of low-grade imbeciles and morons what is said does not necessarily
represent a high level of intelligence in language. The big point is
that language, almost irrespective of intelligence (unless intelligence
is made synonymous with ability in language), is the natural birth-
right of every normal human being. Why, then, is the learning of a
foreign language so unusual a thing?

The answer is perhaps to be found in a variety of circumstances:
Certainly the limited amount of time in which the pupil—especially
in large classes—hears and uses the foreign language in school is
insignificant compared with the amount of time during which a Span-
ish, French, German, or Italian child hears and uses his own language
daily. Again, a partial answer may be found in the handicap that a
firmly established background in the vernacular often imposes upon
the development of ability in a foreign language. Although cognates
and near cognates, recognizable from their similarity to words in the
learner’s native language, at times facilitate the comprehension of
foreign words, this carry-over from the vernacular is slight compared
with the handicap imposed by differences in pronunciation, articula-
tion, inflection, intonation, word order, idiomatic usage, and the like.
Once the mind is habituated to reacting automatically in certain ways,
its habit patterns tend to carry over from the vernacular into the
foreign language. Neither the teacher nor the student of foreign
languages, therefore, has a clean slate upon which to begin foreign-
language work.

It is also possible that the medium used to short-cut the language-
learning process in school—to develop in a relatively few hours lan-
guage abilities which even in the motivated circumstances of normal
life require many years to attain—is for many students as much a
handicap asan aid.! The terminology of grammar, invented by highly
trained and specialized adult minds, schooled in all the techniques of
linguistic analysis and classification, is not an idiom easily learned, and
seldom correctly applied, by boys and girls of elementary-school or

1 Ray Yaller, “A Survey of Causes of Student Failure in.Language Study,”
High Points, Vol. 20, pp. 12-23, June, 1938.
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WHY FOREIGN LANGUAGES ARE SO FOREIGN 3

high-school age. Even such relatively simple terms as the parts of
speech seem to cause difficulty in application. Although the defini-
tions of subject and predicate can be learned and repeated accurately
even by seventh graders, the abstractness of this terminology seems
to make it almost useless when the pupils attempt to write complete
sentences of their own. “When I was young.” is still written as a
complete sentence by many students who have passed satisfactorily
all background tests in formal grammar.! For a considerable number
of students such grammatical terms as auxiliary verb, clause, and sub-
Jjunctive, are as foreign as the foreign language itself. To teach one
language to a beginner in terms of another idiom even more abstract
and elusive in application is, therefore, as often likely to complicate
as to facilitate the learning process. The adolescent mind does not,
and cannot be expected to, work as efficiently as the mind of a schooled
adult grammarian or teacher of foreign languages. Some writers of
textbooks, and not a few teachers, have exceeding difficulty in placing
themselves in loco discipuli.

A fourth explanation is possibly to be found in the seemingly differ-
ent conceptions of language held by the beginner on entering the lan-
guage class, and by the teacher of foreign languages. To most young
people who enroll in such courses, language is primarily a medium for
the communication of feelings, wants, and ideas, and not an end in
itself. As long as the content and activities in and through which the
language is practiced contain ideas of interest or significance in terms
of the learners’ background of experience and needs, the desire to
understand and communicate through the language is usually main-
tained. When the program of instruction, however, becomes primarily
a study of grammatical classifications or of syntactical theory, interest
and enthusiasm usually wane as soon ag the novelty of the course has
worn off. Some young people (not unlike their elders in evening-school
classes) soon lose interest and drop out; some muddle through half-
heartedly, doing just enough to get by; others do the assignments
religiously as a chore to earn a grade of A or B; and a few who find
the mechanics of language as fascinating as a crossword puzzle become
sufficiently proficient in the essentials of the language to continue

1T. H. Briggs, “Formal English Grammar as a Discipline,” Teachers Clollege
Record, Vol. X1V, pp. 251-343, September, 1913. Ellen Frogner, “Clarifying
Some Facts,” The English Journal, Vol. XXIX, No. 8, pp. 653-655, October, 1940,
L. J. O'Rourke, Rebuilding the English-usage Curriculum to Insure Greater M. astery
of Essenlials, A Report of a Nation-wide Survey, The Psychological Institute, Wash-
ington, D. C., 1934, x + 98 pp.
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voluntarily into advanced courses. The poverty and sterility of the
thought content of the materials commonly used for practice in reading,
writing, or speaking in conventional elementary and intermediate
courses have been responsible in many cases for an apathetic attitude
on the part of secondary-school students toward foreign-language
study, to such an extent that it is still rated by a majority of young
people among the subjects “most disliked,” or “liked least” in high
school.! To read and discuss material far below the intellectual and
social maturity of the learner may be amusing at times, or serve as a
relief from formal exercises, but in the long run it is more boring than
educative, more satiating' than stimulating. The negative psycho-
logical effect of subordinating content to form and mechanics, so
frequently apparent in elementary textbooks (in which language is
concocted primarily to illustrate words and constructions cf high fre-
quency rather than to convey ideas or information worth reading, writ-
ing, or talking about) is as subtle as it is vicious in its effect upon the
morale of students and their achievement in foreign-language courses.

Finally, the aims of the foreign-language program have either been
too remote or too unrelated to the immediate objectives of the student
to retain his confidence and interest in the course. Except in the case
of Latin, few pupils study a foreign language with the primary purpose
of improving their English vocabulary, increasing their knowledge of
English grammar, or disciplining their minds; yet these objectives
often dominate modern-language teaching to such an extent that even
ability to read, write, or converse in the language seems to be a second-
ary or even incidental consideration—at least so it seems to the novice
for whom the conventional beginning textbook is often little more than
a book on grammar in which the examples and exercises happen to be
chosen from the foreign language, and the beginning reader merely a
series of supplementary exercises in connected context to illustrate the
rules, idioms, or tenses that have been “covered” in the grammar.
For whatever content in the way of information or ideas is contained
in the average elementary reader is often so meager and heavily diluted
with illustrative wordage, or so unimportant or irrelevant to the really
significant interests of young people, that it is hardly more than an

! Adolph Klein, “Failure and Subjects Liked and Disliked,” High Points,
Vol. XXI, pp. 22-25, January, 1939. See also the earlier studies by 8. 8. Colvin
and Andrew H. McPhail, “Intelligence of Seniors in the High Schools of Massa-
chusetts,” U. S. Bureau of Education Bulletin 1924, No. 9, 39 pp. William F.
Book, The Intelligence of High School Seniors as Revealed by a State-wide Menlal
Survey of Indiana High Schools, The Macmillan Company, New York, 1922, 371
PP-; pp. 1569-184.
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WHY FOREIGN LANGUAGES ARE SO FOREIGN 5

exercise in decoding, translating, deciphering, or question-and-answer
pencil pushing.

Almost every investigation of the foreign-language interests of
elementary- and secondary-school pupils has shown that the purposes
for which most students enroll in foreign-language classes are, in
descending order of importance, as follows: to fulfill college require-
ments, to speak the language, to read the language, to nrepare for
travel abroad, to learn about foreign lands.! It is, perhaps, the over-
emphasis upon certain of these objectives to the neglect or exclusion
of others in conventional courses that has made foreign-language
offerings fail to “click” with as large a number of pupils as foreign-
language teachers would like to see enrolled in their fields, or with as
large a number of pupils as have in the past professed a genuine initial
interest in learning a foreign tongue. The fact is that the mortality
rate in foreign-language courses is still among the highest (30 to 40 per
cent) for the secondary-school subjects,? and the number of dropouts,
through failure or by choice, sufficiently large to preclude the organiza-
tion of a full four-year program in foreign languages even in relatively
large institutions.

The fact that foreign-language offerings have not been well adapted
to the capacities, interests, and abilities of large numbers of students
has been recognized by foreign-language teachers for many years. Not
all teachers, however, have been willing to admit the necessity for
modifying the objectives, content, or activities of the classrocm. Until
recently the emphasis has been primarily on fitting the students to the
courses, and only incidentally on fitting the courses to the students.
Such negative factors as the abstract elusive medium through which
the language is often taught, the sterility of the thought content of the
course, the discrepancy between student objectives and teacher objec-
tives, or between what students consider important and vital in forrizn-
language work and what teachers feei is ‘“good for them,” have often
been dismissed with derogatory cries of ‘“soft pedagogy” or ‘“spoon-
feeding.”” The assumpticn has too often been that pupils who do not
or cannot profit from foreign-language courses as offerad need to have
their minds disciplined and their study habits developed; that pupils

1 Anne Z. Moore, ¢ Why I Chose to Study a Foreign Language,” The Modern
Language Journal, Vol. XXV, pp. 181-185, December, 1940. See also “Why
Pupils Choose the Different Foreign Languages,’”” High Points, Vol. X, pp. 4142,
March, 1928,

2 Adoph Klein, “Failure and Subjects Liked and Disliked,” High Poinis,
Vol. XXI, pp. 22-25, January, 1939. Basil Thomas Coleman, “An Analysis of the

Scholarship Reports of Thirty-three of the High Schools in Greater New York,”
High Points, Vol. XIX, pp. 5-18, January, 1937.
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6 MODERN LANGUAGES FOR MODERN SCHOOLS

who, because of their mental immaturity, cannot understand or make
effective use of the grammatical lingo of the textbooks need to have
their English vocabulary and grammar improved; that pupils who have
learned good English - home without benefit of grammar, but cannot
learn to pronounce, read, write, or speak a foreign language with ease
and accuracy by theorizing in English about its phonetic or syntactical
composition, obviously lack ‘“language talent” or “aptitude”;! that
students who do not become enthusiastic over translating a foreign
classic on the next-three-pages-for-tomorrow plan obviously need to
develop a taste for this form of cultural busywork whether they like
it or not. In any case, college entrance requirements presumably do
not allow of any important changes in the course of study—even
though scarcely three students in a beginning class of 35 ordinarily
continue in college in the same language which they begin in high
school.2 At least, so the arguments ran.

In keeping with this negative supporting ideology, exploratory or
general-language courses were to be introduced to weed out the unfit;?
prognosis tests were to be administered to eliminate pupils without
language talent,* elementary and junior-high-school teachers were to
teach more grammar® so that every fourteen-year-old boy on enrolling
in Spanish would have no difficulty using the object pronouns cor-
rectly after reading in his textbook that ‘the conjunctive direct object
pronouns must precede the auxiliary in compound tenses of the indica~
tive, except in the c:se of gerunds and infinitives. For the sake of
clarity the prepositional pronouns are frequently employed with the
conjunctive object pronouns of the third person, especially in direct
address.”

I Robert Herndon Fife et al., A Summary of Reports on the Modern Foreign
Languages with an Index to the Reports, The Macmillan Company, New York,
1931, vii - 261 pp.; pp. 123-124, V. A. C. Henmon et al., Prognosis Tests in the
Modern Languages, Vol. XIV, Publication of the American and Canadian
Committees on Modern Languages, The Macmillan Company, New York, 1929,
xviii - 182 pp.

2 E. F. Engel, “Why Do not College Students Continue the Foreign Language
Begun in High School?” The Modern Language Journal, Vol. V, pp. 500-503, March,
1932. Walter V. Kaulfers and Vera E. Whitmann, ‘Continuance in College of
High School Foreign Language,” The School Review, Vol. XLVIII, pp. 606-611,
October, 1940.

31 Lilly Lindquist, ‘A General Language Course as a Pre-requisite to Foreign
Language Study,” Modern Language Journal, Vol. XIV, pp. 285-289, January,
1930.

¢ Henmon ¢ al., op. cit.

§ “Report of the Committee on Foreign Languages,” The Modern Languages
Forum, Vol. XII, pp. 13-18, October, 1927.
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WHY FOREIGN LANGUAGES ARE SO FOREIGN 7

All these panacess for making the foreign language more functional
were tried with some success, usually offset by such a material reduc-
tion in foreign-language enrollments that the teachers themselves
became a little fearful of the wisdom of their remedies. The result of
these efforts to make the foreign-language program more functional
by fitting the student to the program and still maintain the status in
guo gradually led to the development of a new school of foreign-
language teaching which has found organized expression in such
cooperative curriculum-revision programs as those undertaken by the
Eight-year Study of the National Commission on the Relation of
Schools and Colleges,! and the Stanford Language Arts Investigation.?
The efforts of the foregoing organizations and of other similarly
minded groups of teachers have been directed toward rooting the
foreign-language program at the adolescent level more securely in the
capacities, interests, abilities, and needs of growing boys and girls,
toward making the foreign-language curriculum contribute something
more significant to American education and culture than a “ticket of
admission to the university,” and toward bringing the instructional
process in foreign languages into conformity with recent developments
in the psychology of learning and research in the psychology of lan-
guage itself.?

In the following chapters the philosophy and psychology of lan-
guage, and the educational objectives of the newer type programs in
foreign languages, are discussed in connection with illustrative samples
of content and activities, and with a résumé of outcomes as measured
by batteries of tests and other evaluative criteria. The aim through-
out is to stress content and learning activities that will not make the
study of foreign languages, literatures, and cultures more foreign to the
capacities, interests, and abilities of American students, or to the needs
of American life and culture, than physical limitations temporarily
cause it to be.*

1 Conducted under the auspices of the Progressive Education Association,
221 West 57th St., New York.

2 Walter V. Kaulfers, “The Foreign Languages in the Stanford Language
A:ts Investigation,” Hispania, Vol. XXI, pp. 13-18, February, 1938. Walter V.
Kaulfers, ‘Toreign-language Outcomes of the Stanford Language Arts Investi-
gation,” School and Society, Vol. LII, pp. 235-237, Sept. 21, 1940.

3 Recent research has been critically analyzed in the April issue, 1940, of the
Review of Educational Research, “The Language Arts,” Vol. X, No. 2, pp. 73-175
See also Walter S. Monroe, Ed., Encyclopedia of Educational Research, The Mac-
millan Company. New York, 1941, 1344 pp.; pp. 446-457, 520-539.

¢ For problems and issues for discussion, see Appendix A,




CHAPTER 1

THE PSYCHOLOGY OF COMMORN SENSE IN
FOREIGN-LANGUAGE TEACHING

So act as to treat humanity in every case as an End, never as a means
oaly.
—IuMMANUEL KANT

Implications from the Social Psychology of Language.—No lan-
guage has ever come into being except as a vehicle for the communica-~
tion of feelings, wants, or ideas. New words and phrases are rarely
created except in response to a felt need for communicating a concept
for which a language symbol does not already exist or for which the
existing symbol seems trite or inadequate. Often the very nature of
the idea or concept to be expressed tends to determine even the aural
form of the language symbol itself. This fact is most readily apparent
in such onomatopoeic words as buzz, cackle, grumble, and murmur,
in which the sound of the word imitates the actual physical sound
which it is intended to communicate. It is also apparent in the fre-
quent use of central long vowels, as in keel and crane, to give the impres-
sion of length, and of central short vowels to give the impression of
brevity, e.g., slap or pen.!

Again the basic thought processes that originally molded the
syntactical patterns of the language are revealed in such phenomena
as the double negative in certain languages such as Spanish, the posi-
tion of adjectives, the subjunctive mood, the distinction between the
imperfect and preterite tenses, and the like. The Frenchman and the
Spaniard, for example, say “a table square’’ (une table carrée; una mesa
cuadrada) rather than “a square table.”? Why? Prohably because
those who were originally responsible for setting the syntactical format

1 Maurice Grammont, T.aité de phonétique, Delagrave, Paris, 1933, 480 pp.
Otto Jespersen, Language: Its Nature, Development, and Origin, George Allen &

Unwin, Ltd., London, 1934, 448 pp. Joseph Delcourt, “On the Impressive Possi-
bilities of the English Vocabulary,” The Modern Language Journal, Vol. XXV,
pp. 4-13, October, 1940.

2P, G. Wilson, The Student’s Guide to Modern Languages: A Comparative
Study of English, French, German, and Spanish, Sir Isaac Pitman & Sons, Ltd,,
London, 1930, vii 4 190 pp.

8

It

ym g a




ro® i A

3 rhaliaite

T o

PN, g Bratity, b

COMMON SENSE IN FOREIGN-LANGUAGE TEACHING 9

of the present-day romance languages saw the whole before the part, 1.e.,
they saw a table, then noticed that it was square. Those who were
originally responsible for establishing the objective framework of the
English and Germanic languages probably were in the mental habit of
noticing the part before the whole, i.e., of seeing something square and
then noticing that it was a table. Although these differences in word
order were probably just as unconscious on the part of those who
originally spoke the language as they are today, they reflect originally
different ways of reacting to the environment, different ways of thinking.
Similarly, the double negative in Spanish is correct, because in terms
of the mental process of algebraic addition involved, the greater the
number of negatives added, the more emphatic and the stronger the
idea of negation. In English, the double negative is considered incor-
rect, since in terms of our accepted present-day linguistic ideology the
mental process is not one of algebraic addition, but one of algebraic
multiplication. Whereas —2 and —2 are added to give —4 in Spanish,
—2 and —2 are mulliplied in English to give a positive 4.

All this is intended to show that differences in construction between
two languages, as well as differences in form, often reflect original
differences tn ways of thinking, or differences either in mental reactions
to the environment or in the environment itself. The sound of a drum
is imitated in English by the onomatopoeic word rub-a-dub-dub, and
in Spanish by rafaplén. The English expression probably derives its
origin from a different type of drum, or from a different way of playing
a drum.

Do not these facts have implications for the teaching of foreign

languages? The answer of an increasing number of teachers is-defi- -

nitely in the affirmative. The result in many instances has been a
shift from the formal approach to what, for want of a better name,
may be termed the psychosemantic approach in the teaching of
correct usage—an effort to replace formal grammatical rules and
explanations, wherever possible, with insights into the past and present
ways of thinking which differences in language represent. Although
research into the psychosemantic aspects of language has not proceeded
far enough to reveal explanations for any and all language phenomena,
the body of material is sufficiently large to cover a considerable number
of the more common constructions that cause dr.ﬁiculty and to prov1de
helpful clues to many others.

Suppose that the beginning student of French or Spamsh puts an

adjective in the wrong place—that he writes une bleue robe, un azui
vestido (% blue dress) instead of the conventional order une robe bleus,
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un vestido azul (a dressblue). How shall the teacher enable the student
to develop the insight necessary for him to understand and apply the
principle of language involved? Shall the pupil be referred to the rule
in the grammar that states that ‘ Adjectives usually follow the noun
they modify when used literally to define, distinguish, specify, or
emphasize some property or quality; but when used figuratively, or as
a merely ornamental epithet, or denoting a quality or characteristic
viewed as inherent or essential to the object, or when forming one
idea with the noun, they usually precede”? What if the pupil does
not understand the meaning of such terms as inherent, epithetl, or
figuratively, which are not always an integral part of his own vocabu-
lary? Will explaining an unfamiliar phenomenon in terms of an
unfamiliar language simplify and clarify the point, or will it more
likely complicate the learning process? Experience would seem to
show that confusion, or a feeling of uncertainty, results. To say
that the pupil ought to know his “English”’ does not solve the prob-
iem. To stop and teach him his “grammar” then and there merely
consumes time which, from the foreign-language standpoint, might
more profitably be devoted to the most important factor in language
learning—abundant practice in actually using the language in some
purposeful and meaningful activity where a desire for correctness is
inspired by a desire to communicate effectively.!

Wherever a particular construction causes difficulty, a simple
explanation of the orientation of mind which it originally refiected
is more effective than a grammatical description of the phenomenon.
Grammatical rules rarely, if ever, explain the reason for anything.
They are descriptive, not explanatory in the sense of stating why. If
a pupi! asks, “ Why must adjectives agree in gender and number with
the nouns or pronouns they modify?’’—imerely repeating the rule cer-
tainly does not answer the question, “Why?” A psye sscmantic
approach to usage in terms of insights into the ideology underlying
language phenomena is for most pupils a more meaningful alternative.
It eliminates almost completely, at times, the need for rules phrased
in abstract grammatical terms which young people have difficulty in
understanding and still greater difficulty in applying. Itisin general
a more interesting approach, more likely to be remembered because
it deals with the basic raisons d’étre which grammatical rules far more
often obscure than reveal. If a student continues, through some lapse
of memory, to misplace certain adjectives-—to say une carrée table,

1 Holland D. Roberts, “English Teachers Face the Future,” The English
Journal (College Edition), Vol. XXVII, pp. 101-113, February, 1938.
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COMMON SENSE IN FOREIGN-LANGUAGE TEACHING 11

un azul vestido, instead of une table carrée, un vestido azul—it will usually
suffice to ask him tbz question, “How did those who originally set
the pattern of the French (or Spanish) language look at things? Did
they see the object as a whole first, and then notice what it was like,
or did they notice first something square and then realize that it was
a table?”

From such examples it is not difficult to develop the general con-
cept of the position of “sense adjectives.” Words such as green, big,
heavy, sweet, and fragrant, which mention some quality that can be
seen, felt, heard, tasted, or smelled, or otherwise appreciated through
the five senses, generally follow the word (noun) which they describe,
since those who originally set the pattern of the Romance languages
were in the mental habit of perceiving the thing first, and then noticing
what it was like. Note that no grammatical terms are required for
an understanding of the principle involved. Observe also that the
explanation comes closer to stating why than the conventional rule,
inasmuch as it affords an insight into the basic psychological founda-
tions of language which are usually eclipsed by the grammatical jargon
of the conventional textbooks.

As an alternative for the conventional grammaticai method of
dealing with problems of usage, the psychosemantic approach possesses
many possibilities. Unfortunately, an understanding of this approach
requirés a thorough foundation in the field of general linguistics,
semantics, and the philosophy and psychology of language which
ordinarily do not form a part of teacher-training courses below the
Ph.D. level. Moreover, research in general semantics and the
psychology of language is not as yet sufficiently developed to afford
a suitable explanation for every phase of language. Nevertheless,
this fact does not preclude taking advantage of such resources as are
available to date. Able teachers of foreign languages have always
made incidental use of philology and historical grammar, but the possi-
bilities have not as yet been consciously developed. Scarcely a single
elementary ‘extbook in any language is available {o date that attempts
to explain problems of construction or usage as reflections of how people
think. .

Just as mental processes and concepts often condition the composi-
tion of the language in which they find expression, so function deter-
mines form. Indeed, form without function, or language without
thought content in the way of information, feelings, wants, or ideas,
is hardly language at all. It is form and little else. Language as a
means of communication exists only when something is communicated
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12 MODERN LANGUAGES FOR MODERN SCHOOLS

to someone. This presupposes a speaker or writer and a reader or
listener linked by content in the form of meaning. Where these
essentials to any norma! communication situation do not exist, it is
doubtful if the result can rightfully be termed more than an exercise
in form. When the pianist rehearses scales, arpeggios, and the like,
he is practicing, he is not actually performing rusic. Similarly, when
the tennis enthusiast practices serving or returning rallies from the net,
he does not presume actusily to be playing a game of tennis. In
the same way, when tie language student recalls disconnected para-
digms, takes down sentences from dictation, or translates material
designed primarily to illustrate grammatical constructions rather than
to impart information, he is learning or rehearsing forms. He is not
functioning in an actual communication situation; for there is nothing
to communicate, and no one to communicate to—unless it be to the
teacher, who in such cases is far more likely to be concerned with the
way things are said, than with what is said or to whom.

Although a certain amount of specialized practice is essential to
the development of a skill, whether it be the coordination of mind and
muscle in playing a musical instrument, manipulating a typewriter,
taking dictation in shorthand, playing golf, dancing, or developing
automatic control of the position of the tongue and lips in articulating
a foreign language, the part must not be mistaken for the whole, t.e.,
the skill itself must not be mistaken to represent the function it is to
gerve. Indeed, it is only to the extent in which control over the
mechanics of form is sufficiently automatic to enable the mind to
concentrate primarily on function that anything approaching mastery
is achieved. The violinist who on performing before an audience has
to concentrate primarily on how to finger a certain passage, or on what
position to use, is not likely to be able to interpret effectively the com-
position that he is playing. He may even forget parts of the work.
Similarly, the speaker whose mind is occupied primarily with vocabu-
lary, pronounciation, or grammar is likely to lose not only the train of
his thought, but also his mental rapport with the audience. Indeed,
in the case of language, overpreoccupation with form to the point
of self-consciousness occasionally leads to stammering or stuttering.
Examples of such speech disorders, produced in sensitive children
by nagging parents, are not uncormon in speech pathology.! One of
the chief reasons why more stammerers and stutterers are not produced
under the conditions prevailing in some foreign-language classes

1 Winifred V. Richmond, Personality: Its Development and Hygiene, Farrar &
Rinehart, Inc.,, New York, 1937, vii + 279 pp.; p. 183 and passim.
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COMMON SENSE IN FOREIGN-LANGUAGE TEACHING 13

is the fact that the children early give up all hope of learning to speak
the language and resign themselves to remaining dumb.

The implication of these analogies for foreign-language teaching is
not that practice is unnecessary, but rather that the kind of practice
which is provided often tends either to eclipse the function which it is
to serve, or to bear little or no relationship to the life situation in
which the skill is to operate. As a result, transfer from practice to
actual performance is often ineffective. A specific example may serve
to illustrate the point. A device commonly used in teaching pupils
the tenses of verbs, or the forms of irregular verbs, is the conjugation

or verb paradigm. In nearly all textbooks the format is somewhat as
follows:

haben: to have

habe: I have, do have, etc.
hast

hat

haben

habt

haben

Because verbs are often outlined or classified for convenience and
brevity in this vertical style, the assumption has seemingly been made
that “memorizing” verbs in this format is the easiest and most con-
venient way in which to learn them. Now this assumption would
undoubtedly be true if verbs were used in exactly this format and
sequence in reading, writing, or speaking. The obvious fact, however,
is that outside of grammars and dictionaries they hardly ever occur in
this order. It is a grouping as divorced from reality as any earthly
phenomenon could possibly be. Thus, although a beginning pupil
can, and often does, develop a msstery of the conjugation, this skill
is only very indirectly and incidentaily useful in promoting facility
and accuracy in reading, writing, or speaking. In other words, the
transfer of training is ineffective, because the language is not learned
in the way it is normally used for purposes of communication. Asan
abbreviated, ciassified reference outline, the verb paradigm is a real
convenience, but as a practice exercise, or a teaching device it is a classic
illustration of the violstion of alwoet every known principle of the
psychology of learning. As an example of nonfunctional procedures
still in use in many foreign-language classes, it deserves special analysis.

In the first place, most students enrolled in elementary classes
do not have sufficient background in the foreign language itself to
recognize the relationship between an isolated part of the language
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and its behavioral relationship to the language as a whole. Unless
the student has already contacted the forms in connected thought
content (where their meaning is indicated in parenthesis, or by cognate
similarities or associations in context), he is likely to be reciting mere
nonsense syllables. If a beginner, for example, has not previously
contacted the present-tense forms of fo be as vocabulary in reading,
short dialogues, or the like, the memorization of such paradigms in
French, German, or Spanish as the following:

suis bin Sy
es bist eres
est ist es
sommes sind somos
étes seid sois
sont sind son

is in itself likely to be little more profitable than the recitation of such
nonsense syllables as pa, po, pu, pe, pi. Why? Because the learner’s
apperceptive background in the language itself is inadequate for the
purpose of providing insights into the-meanings of these forms in isola-
tion, or into their role as organic parts of the language. There is little
or nothing in the learner’s background of experience to which these
forms can be anchored. Meaningful associations, except indirectly
through the learner’s native language, are almost impossible to form,
with the result that learning is often superficial, ephemeral, and
parrotlike, and about as interesting as memorizing part of a telephone
bhook.

In the second place, the vertical format of the paradigm bears no
relationship whatsoever i.c the pattern in which the forms are most
likely to oceur, if they occur in any patterns at all in normal language
situations. In reading and writing no special pattern is obviously
distinguishable. In such question-and-answer activity as is usually
undertaken in the name of conversational work in most classrooms,
however, a fairly definite pattern is distinguishable. It is a horizontal,
not a vertical pattern, in which in the large majority of cases certain
forms are normally associated in couplets in a kind of stimulus (ques-
tion) and response (answer) pattern. This skeletal pattern is, in a
sense, the elementary framework upon which a considerable amount of
conversation in normal life is also built. Questions lead to answers,
and coversation is often an elaboration of & subject in terms of these
verbal stimuli.!

1 Walter V. Kaulfers, “A Graduated Approach to the Oral Objective,” The
Modern Language Forum, Vol. XVIII, Yearbook, April, 1933, 134 pp.; pp. 13-20.
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COMMON SENSE IN FOREIGN-LANGUAGE TEACHING 15

It would seem just as logical, therefore, and infinitely better
psychology from the standpoint of facilitating the transfer of training
from practice to communication situations in normal life, to learn the
verb forms, if they require svecial attention, in horizontal question-
and-answer context (preferably short sentences) which emphasizes
the meanings of the individual forms and illustrates their functional
relationship to other parts of speech. The following example of the
present tense in Spanish is illustrative of a principle that can be applied
just as easily, with minor modifications, to the teaching of any foreign
language: :

No tocar el piano: not to play the piano. .

{No toca Ud. el piano? Don’t you play the piano?
—(Yo) no toco el piano. I don’t play the piano.
{No tocan Uds. el piano? Don't you (plural) play the piano?

—{(Nosotros) no tocamos el piano. We don’t play the piano.

Note that the verb endings are associated in couplets in the horizontal

stimulus-response pattern which characterizes a large part of question-

and-answer conversation in normal life. The advantage of this asso-
ciation is the reduction of the number of possibilities for confusion.
The conventional vertical paradigm, with its list of six variables,
offers five possibilities for choosing the wrong form when the paradigm
is used as a “reference dictionary” in extemporaneous or impromptu
speech.

Note also that the number of forms has been reduced to four.
After the pupil has a working knowledge of the basic forms, those
variables which he is likely to have relatively little occasion to use
himself can be learned as needed by means of a simple transmutation
scheme. For example, when the pupil has occasion to use the familiar
t4 form in Spanish, or comes across it in his reading, he can be shown
how to derive it simply by adding an s to the ending ordinarily used
with Ud. (you)—a fact that holds for all regular and irregular verbs
in all tenses except the preterite. Comparable possibilities hold for
vosolros in Spanish and for the familiar forms in German and French.
Using a known form of high frequency as a basis for deriving a less
frequently used form is in the long run preferable to learning a com-
plete conjugation in which the possibilities for confusion increase
almost geometrically with the number of variables involved. The
primary purpose here, however, is not to short-cut the learning process,
although it does so in effect, but rather to make possible bonds of
association into which other language elements can be tied in the
terms of their function and importance. To classify language into
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isolated parts, and then to teach each part as if it were the equal of
every other, is likely to tax the organizing and integrating capacities
of even the ablest minds, for until the part can be seen in relation to
the whole, organization is difficult, if not impossible. The beginning
student is hardly able, like the skilled grammarian, to see the panorama
of language from a mountain peak. He is scarcely in a position to
distinguish even foothills from mountain slopes.

As a device, the question-and-answer exercise facilitates the transfer
of training from practice to normal usage. If practice is to be effec-
tive, one pupil should ask the questions and another pupil should
answer them ; or if choral recitation is used to provide practice in large
ciasses, the pupils on one side of the room may ask the questions
of the pupils on the other side, or the girls may ask the questions of the

voys, etc. In this way, mere parrotlike repetition without regard

for the meaning of the material recited is reduced to a minimum.
After the pattern of one question-and-answer paradigm has been
learned, the procedure can easily beextended by analogy to othertenses.

Attention is called to the fact that the negative construction is
alwsys used at the start since it represents a more complete basic
pattern. It is much easier later to leave out the negatives when an
affirmative construction is desired, than to convert an affirmative
sentence into a negative one by addmg an element to an established
language pattern, for the result in the latter case is always an unusual
degree of originality on the part of the pupils in inserting the negative
adverb no in almost every conceivable place except the right one.

The principles discussed above are still frequently violated in cur-
reat foreign-language teaching and in a large majority of foreign-
language grammars. The trouble obviously lies in the organization
of the textbooks and courses of study. A very elementary course in
child psychology, or in the psychology of learning, should suffice to
show that a majority of foreign-language curriculums, and a consider-
able number of basic textbooks, are written primarily from the stand-
point of logical classifications within the subject itself and only
incidentally from the standpoint of how young people learn. The
persistence of this tendency suggests the desirability of reviewing a
few common-sense principles of the psychology of learning! in terms of
their application to the teaching of the foreign languages.

1 For a more comprehensive discussion of the psychology of language and
learning sec George W. Hartman, Educational Psychology, American Book Com-
pany, New York, 1941, vi 4 552 pp.; pp. 197-223, 285-345, 433-516. John
Madison Fletcher, Psychology in Education, Doubleday, Doran & Company, Inc.,
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COMMON SENSE IN FOREIGN-LANGUAGE TEACHING 17

The Principle of Reference to Experience.—The unknown cannot
be appreciated or understood except in terms of the known. This
principle is so axiomatic that almost everyone makes use of it con-
sciously or unconsciously in everyday life. How, for example, would a
father explain to his son the meaning of the word papaya, assuming
that the former had grown, picked, and eaten the fruit and that the
latter had never seen one? Obviously his explanation would depend
upon his son’s age, and upon his resources in vocabulary. Perhaps,
too, the explanation would involve comparisons and contrasts with
the size, shape, color, and flavor of fruits already familiar to the child.
This process of explaining the unknown in terms of the known illus-
trates the principle of reference to experience. Like most obvious
things, this principle is taken so much for granted that it is at times
completely forgotten. Thus one often finds children trying to learn
the working principles of a foreign language in terms of a technical
terminology more difficult for them at times thun the foreign language
itself. Enough evidence is available to show that, although almost
anyone can memorize the definitions of the parts of speech aud of
other grammatical concepts, relatively few adolescents can apply this
knowledge effectively in their own original writing or speech. The
level of abstraction and generalization represented by nearly all
generic grammatical terms is simply beyond the normal level of insight
which most young people of elementary- and secondary-school age
possess.

In studying a foreign language the high-school student often finds
himself in a position comparable to that in which a five-year-old child
might find himself were he to ask his father, “Daddy, what is a cow?”
and receive the reply, “A cow is a ruminating, herbiferous, quadruped
mammal, in which the lacteal glands are abnormally developed.”
Such an answer would be scientifically exact, unquestionably true,
and in this case, absolutely useless!* Not a single key word is within
the experience vocabulary of the child in point. Now, if the father
were to follow the precedent set by some teachers, he might berate the

New York, 1934, xx + 524 pp.; pp. 144-224, 381-406, 469-497. Charles E.
Skinner, Ed., Educational Psychology, Prentice-Hall, Inc., New York, 1937, xxvi +
754 pp.; pp. 59-87, 88113, 167-191, 297-324, 325-353, 705-734. J. R. Kantor,
An Objective Psychology of Grammar, Indiana University, Bloomington, Ind., 1936,
xvi +4- 344 pp.

1 W. Wilbur Hatfield, ““What Grammar? and How?”’ Public Relations Com-
mittee, National Council of Teachers cf English, 211 West 68th 8t., Chicago, Ill,,
2937, 4 pp. (mimeographed).

i ot o SO 1 RTINS v [PV — -

SR PSR

s s e b mn

s AmamA o AR o S St R, e s bt g b e 2

207 et b

\‘*N-«




o e 4 i

A

PN

18 MODERN LANGUAGES FOR MODERN SCHOOLS

mother or the kindergarten teacher for not having taught the child
these words. Or, being resigned to their shortcomings, he might stop
before answering the question, and teach the child the meaning of
ruminating, herbiferous, quadruped, mammal, lacteal, glands, abnormally,
and developed—and most likely lose both the cow and the child in the
process! If the child did not respond to this procedure, the father
might conclude that the child took after its mother, or was simply
lacking in intelligence. Obviously, none of these conclusions would
be true. Neither would the equally plausible conclusion be justified
that a five-year-old child was too young to learn what a cow is. The
fault obviously lies in the fact that the medium of instruction in this
example does not conform to the principle of reference to experience,
and a different approach is desirable. The foregoing analogy to
foreign-language teaching is hardly exact, but the underlying principle
is identically the same.

Reducing to a minimum the use of technical nomenclature which
merely complicates the learning process by adding more unknowns to
the situation is a possible alternative. For example, instead of saying
“the first person singular subject pronoun is omitted, etc.,” it would
be much easier all around to say “the word I is omitted, etc.” What
else could the first person singular subject pronoun be? The assertion
that grammatical terminology is more exact, easier in the long run,
and shorter and more convenient is, from the standpoint of most
children and adolescents, only a half-truth.

When problems of structure or usage cannot be explained in
ordinary English in terms of how people think, or learned directly
through practice in imitation of correct models, then such alternatives
as the foregoing are still possible to bring the medium of instruction
within the experiential background of the learner. The following
examples may suffice to make the principle clearer:

Instead of saying the “definite article,” say ‘“the word the,” or, if it
seems desirable to have the students learn the more important gram-
matical terms incidentally (just for their cultural valuel):

“the word (definite article) the,” ete.

Note that in the Iatter case the statement becomes an illustrative
definition of the term definite article, without complicating the func-
tion of the explanation, which would be just as effective and clear
without the grammatical labels in parentheses. This procedure has
been followed successfully in several of the latest series of textbooks,
to the satisfaction of both pupils and teachers alike, as measured by
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COMMON SENSE IN FOREIGN-LANGUAGE TEACHING 19

economy in learning and by outcomes in the way of ability to use the
language. The time and effort so often consumed in “explaining the
meaning of the explanation”—in theorizing in English about the ian-
guage—have been profitably alloce.ied to more abundent and meaning-
ful activity in the language itself.

The principle of reference to experience applies not cnly to the
teaching of correct usage but also to such phases of language as pro-
nunciation and vocabulary. Students can often be made cognizant
of subtle differences in pronunciation—especially of the vowels and
consonants—by comparing the pronunciation of certain identical
cognates in the foreign language and in the student’s native tongue.
For example, the teacher of French might say to the class, “I am going
to pronounce our word rose to you in English, and the French word
rose, in French. Will you listen to any differences in the sound or
pronunciation and tell me, if you can, just what causes the differ-
ences?” Under the teacher’s guidance the pupils are enabled to hear
and see for themselves the difference in the formation of the r, and the
absence of the diphthongal glide in the o—a characteristic of vowels in
many foreign languages.

Although sensitivity to differences in sound is prerequisite to
reproducing them correctly, the ability actually to do so requires
practice, especially when the relative position of the lips, tongue,
teeth, jaw, or soft palate is different from the position that these organs

are habituated automatically to assume in the case of sounds which,"

to a novice in the foreign language, might seem to be identical with
certain sounds in his native tongue. Here experience is an unwelcome
intruder.

If the difficulty with the pronunciation of the French o in rose,
or of *~ vowels in general, is one of diphthongization, merely telling
the stuaewuss not to diphthongize, or to avoid changing the sound of
the vowel, is not likely to yield effective results. The concept is foreign
to the learner’s experience. Where reference to experience is difficult
or impossible, direct experience under guidance is the only alternative;
but this guidance must be in terms that can easily be translated into
action. Thus, saying to the students “be sure to avoid moving the
jaw, tongue, or lips while sounding the o, ¢, etec.,” is often a more
intelligible and effective way of preventing diphthongization than a
verbal description of the nature of the sounds, or a discussion of the
theory of diphthongs. Since relatively few sounds in a foreign
language have an exact equivalent in English, the principle of reference
to experience in pronunciation is applicable chiefly in terms of contrast,

T e i ndin
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i.e., in terms of differences between the foreign sounds and their nearest
approximations in the vernacular.!

In reading and vocabulary building, the principle of reference to
experience plays a significant role. It is estimated that the average
high-school student on beginning the study of Spanish can easily
recognize the meaning of at least 750 words by virtue of their similarity
to English cognates.? The proportion in the other Romance languages
is probably not sigaificantly different. This initial stock of cognate
words provides an effective nucleus in terms of which the meanings of
words that are mot cognate can often be explained, suggested, or
defined. ‘Thus if the pupil has not previously made the acquaintance
of the words pais (country) or mundo (world), & sentence containing
these words might well carry parenthetical cognates after them to
suggest the meanings of the nouns:

El pafs (nacién, repdblica) mis grande del mundo (giobo) enfreaes. .

Note that the cognate words are intended merely to suggest the mean-
ings of the terms preceding them, not necessarily to define them or to
provide synonyms. If this function of the parenthetical cognate is
clearly understood by the student, the principle of reference to experi-
ence can often be applied effectively to facilitate the comprehension i
reading matter, and of short talks by the instructor, without danger
that the cognates will be mistaken for synonyms. Although every
new word occurring in context cannot be treated in this manner, the
possibilities are greater than generally supposed. A more effective
use of this technique in beginning readers in the Romance languages
would often make possible the use of more idiomatic vocabulary
constructions at a relatively early level, and of more mature informa-
tional content, without the necessity of much vocabulary thumbing
on the part of the student or frequent distractions of the mind from
the thought expressed in the foreign language. At the intermediate
level, the parenthetic use of noncognate words of high frequency which
have already been assimilated into the pupils’ passive vocabulary may
be made to serve a similar purpose. Although it is undesirable to
clutter printed matter with too many mechanical aids that distract

1 Walter V. Kaulfers, “An Inductive Method of Teaching Pronunciation,”
The Modern Language Journal, Vol. XIII, No. 8, pp. 610-619, May, 1920. Walter
V. Kaulfers and Dante P. Lembi, “An Inductive Approach to Italian Pronunci-
ation,” Italica, Vol. XVII, December, 1940, pp. 150-157.

* Minnie M. Miller and Geraldine Farr, “Student Recognition of Stme Spanish-
English Cognates,” The Modern Language Journal, Vol. XXI1V, pp, 216-220,
December, 1939.
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the eyes in reading, this procedure is probably preferable to diverting
the eyes from the context entirely to the side or bottom of the page,
or to the vocabulary at the end of the textbook. The latier practice
interrupts not only the normal movement of the eyes in reading, but
also the train of thought itself. Material that requires too frequent
resort to this practice becomes in reality more an exercise in deciphering
! or decoding than anything that can properly be called reading.
: The Principle of Insight.—The fact that the part can be under-
stood and appreciated only in terms of its organic relationship to the
- whole has already been indicated on the preceding pages. A person
who, for some strange reason, has never seen an automobile or heard
of one is not likely to be able to identify either by name or function
any of the parts of the car, even were he to see them lying in neatly
classified groups on the floor of a garage. It is doubtful, too, if one
or two years of practice in naming the various parts of a car, and in
fitting them together according to the directions of a textbook on
automechanics, would enable hira subsequently to drive more effi-
ciently or safely than a person who in the actual process of learning to
drive had acquired, as he needed to use them, the names of such ;
functional parts as are essential to handling an automobile effectively
and economically. Specialized training beyond this point might be |
useful, and even indispensable, to a garage mechanic or to an indi-
vidual who is interested in supervising or making his own repairs; but
it should be remembered that automobile mechanics do not always
drive better than conzcientious individuals with an equal amount of
actual driving experience. ‘ ’
This illustration is not without implications for the teaching of a
foreign language. No amount of theorizing about the mechanical
parts of a language and no amount of practice in fitting individual
parts together according to rule will in themselves lead to proficiency
in using a language as a means of communication in actual life situa-
tions, whether these be reading, writing, or speaking. If such activity
were effective in a truly functional sense, teachers who have majored
in foreign languages in school, and have taught the language for ten
to fifteen years by methods not unlike those indicated above, should
be at least as fluent and proficient in the language, which they teach
; for five to six hours a day, as a native Frenchman, German, Spaniard,
or Ttalian. The fact is that those who use these methods are more
likely to be deficient than proficient in actual ability to speak or write. a
- Why? Becauseneither their training nor their experience has afforded
adequate practice in using the language as an organic whole. |
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From these observations the conclusion might easily be drawn
that accuracy and proficiency in a foreign language can be achieved
by using it as best one can, depending upon trial and error for guidance.
Obviously, this is not the case. The point is that individual parts
can be mastered, and yet little significance achieved in the way of a
ready command of the whole. It is also possible so to overemphasize
the part that its relative significance is distorted or the learner is
bewildered by a maze of details. What would be the value, for exam-
ple, of a perfect pronunciation if the learner had no vocabulary with
which to say or understand anything? A mastery of all the individual
parts does not in any sense guarantee a mastery of the whole, for the
latter is always more than the sum total of its parts. Just as hydrogen
and oxygen, when variously combined into a unit, are no longer just
hydrogen and oxygen, but water, hydrogen peroxide, etc., so in lan-
guage the thought group—usually a combination of two or more words
—often determines the meaning of the individual words of which it is
composed, and represents in itself a concept different from that con-
tained in any one of the component parts. The words out and look,
for example, can be combined in different ways to yield concepts
quite different from those contained in these words individually:
outlook, look-out, look out!

Although the traditional grammatical approach in foreign-language
teaching has been greatly modified in recent years, the method still
has a strong foothold in many schools. A reorientation of the foreign-
language curriculum in keeping with the principles of modern psy-
chology would involve the following changes in organization and
procedure: ‘

1. Abundant opportunity, from the start, to hear and use the lan-
guage as a vehicle for the communication of meaningful information
and ideas to an audience of one or more readers or listeners.

2. Opportunities to practicc the language in meaningful context
in easy emulation of correct models or examples.

3. Supplementary explanations and exercises only when needed to
facilitate or fix elements of vocabulary, structure, or usage.

The need for these exercises can be determined in three ways: by
the difficulties which the pupils have in pronouncing or phrasing the
language, by the mistakes which they make, or by the questions which
the pupils themselves ask to clarify language problems in their own
minds. The sequence of this procedure is almost the opposite of the
traditional piecemeal approach to language, which begins with the part
(often with the individual letters of the alphabet), and gradually
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proceeds to the synthesis of the parts into disconnected sentences, void
of real thought content, or “reading lessons” written primsrily to
emphasize vocabulary or grammatical elements rather than to convey
ideas or information worth reading, writing, or talking about.

In an increasing number of schools and colleges, the very first expo-
sure of the beginning student to a modern language is in terms of an
illustrated talk by the teacher, with the aid of a vocabulary of cognates
written on the board, on such informational topics as Les Conéributions
de la France aux sciences et aux inventions; Las contribuciones de Espaiia
a la musica: composiciones, formas y ritmos musicales, insirumentos,
Jamosos misicos (artistas) etc.; Deutschland—Geographie und Klima.
Such talks are then followed by carefully constructed completion
exercises, written and oral questions, and résumés in the foreign
Janguage stressing information of significance and interest in the talk.
Special practice in pronunciation or language usage is introduced only
as needed to facilitate the accurate use of the language. Pronuncia-
tion, vocabulary, grammar, and syntax are learned in terms of an
informational topic and, although special practice on certain phases of
the mechanics of the language is afforded from time to time, such
isolated practice is introduced only after the pupil has seen the part in
relation to the whole, and on the basis of need as revealed by the ques-
tions which the pupils themselves ask, or by their difficulties in
pronunciation, word order, and the like.

The introduction of new topics in elaboration of some unifying
theme serves to increase the pupils’ vocabulary, provides automatically
for the learning of new idioms and constructions, and enriches the
program with cultural information of value in developing desirable
attitudes, interests, and appreciations in daily life. The introduction
of one or more readers as soon as the students have acquired a sufficient
background in vocabulary, pronunciation, and the rudiments of word
order to be able to read for content, serves to develop the language
abilities still further in terms of materials having some bearing upon
human behavior in the present and future.

The mechanics of this type of approach are discussed in greater
detail in Chapter VII in connection with a sample unit based upon
stenographic notes taken in a typical beginning class.

The Principle of Learning to Do by Doing.—Perfect practice makes
perfect. The dévelopment of accuracy and proficiency in the func-
tional use of a language in school is not unlike the development of
ability to play a musical instrument. One can “pick up” a certain
amount of ability to play a harmonica, guitar, or piano, just as one
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can “pick up’’ a language through informal association with people
who useit. Inboth cases, however, the proficiency developed depends
upon the amount of opportunity to play the instrument or to use the
language and upon the accuracy of the models that the learner has
accepted as worthy of emulation. If a person who has taken a fancy
to playing the guitar as a kind of musical hobby is fortunate enough to
be able to rely on the tactful and sympathetic advice of an expert
guitar player, his progress will probably be more rapid, and his
technical proficiency more professional, than if he had to rely purely
upon observation or trial-and-error learning. Similarly, the indi-
vidual who “picks up’’ a language by association with friends or natives
will progress in proportion to the amount of opportunity for practice,
his own level of insight and desire to learn, and the adequacy of the
guidance that he needs to reduce the waste involved in trial-and-error
methods. In both cases, however, although economy and accuracy
in learning are achieved through effective guidance in emulation of
correct models or examples, the skill itself is achieved only to the extent
to which it is actually practiced or exzrcised—i.e., we learn to do by
doing.

Although practice makes perfect only to the extent to which it
is perfect practice, foreign-language teaching is often severely unbal-
anced in the direction of preguidance for perfection, to the neglect
of actual doing or practice. So much time is often consumed in
theoretical preguidance to prevent error or to achieve perfection the
very first time, that the opportunity actually to use the language
sufficiently to develop & command of it as a tool or skill in reading,
writing, or speaking has been inadequate even for an understanding
of the basic principles of language which such practice is intended to
illustrate. Reading a book on How to Play the Guitar or How to Sing,
or How to Play Tennis—or even memorizing it—never has of itself
developed an expert guitar player, an opera singer, or a tennis cham-
pion. Similarly, memorizing the grammar of a language has never
of itself developed ability actually to use the language as a functionai
medium of communication; for grammar is no more language than
Spaulding’s manual is tennis.

Overemphasis on theory at the expense of practice may even have
the adverse psychological effect of making the learner self-conscious
to the point where self-confidence is weakened. This is not infre-
quently the case in foreign-language classes where emphasis on theory,
form, and mechanics is so disproportionately stressed at the expense of
practice that the learner becomes self-conscious in language rather than
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language conscious. It is possible, for example, so to envelop the
learner at the start with rules and explanations for the pronunciation
of every letter of the alphabet, that he is afraid to say anything for
fear of violating some law or being corrected by the teacher every time
he opens his mouth. Overcorrection is a negative deterrent as regards
both the building of confidence in language and the development of a
feeling for language, or Sprachgefihl. It is symptomatic of a dis-
proportionate emphasis on theory in relation to practice. It is indica-
tive also of a “perfection complex’ on the part of the teacher—a
failure to realize that no skill is ever learned without error, whether it
be singing, dancing, tennis, or typewriting. The function of the
teacher is not to assume perfection as a uniform standard, but so to
adjust the content and activities of the learning program to the stu-
dents’ levels of insight that the possibilities for error will be reduced
to & minimum. Each error or mistake, if interpreted as a difficulty to
be overcome rather than as a violation to be punished, can then form
the basis for a positive attitude on the part of the pupil toward learning
from his mistakes—as most intelligent people do—rather than of a
negative attitude of dissatisfaction or discouragement.

Although only perfect practice makes perfect, perfection is more
an ideal than a reality. It is achieved only to the extent to which the
learner has insight into what constitutes perfection and uses this ideal
as a criterion for judging his own departures from it. When these
departures are accepted in his mind as difficulties to be overcome—as
obstacles or handicaps to the attainment of a standard which he has
accepted and is anxious to attain—then learning to do by doing is
intelligent, purposeful learning, rather than blind trial-and-error
activity. In the case of pronunciation, insight into what constitutes
a pronunciation worth attaining is not achieved merely by theorizing
about the pronunciation of the language, however helpful occasional
explanations may be, but by abundant opportunity to hear excellent
pronunciation, and to reproduce it under intelligent guidance. Unless
the ear is first sensitized, the learner has no criterion in terms of
which to judge his own efforts. Unless he knows how to form the
sounds that cause difficulty, he is helpless to overcome his own defi-
ciencies. It is in the latter connection that explanations, phonetic
or physiological, may be exceedingly helpful; but the two most
important factors in the learning process itself will always be the
development, through abundant opportunity to hear the language,
of a discriminating ear for its sounds or sound patterns, and ample
opportunity to pronounce the language in emulation of desirable
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examples. In other words, the learning process starts with doing in
emulation of concrete models; guidance in the way of explanations is
offered only as needed to facilitate progress in the direction of a socially
acceptable norm. This principle applies obviously to other phases
of the language-learning processes besides pronunciation.

The Principle of the Transfer of Training.—The principle that
practice makes perfect only to the extent to which it is perfect practice
implies more than accuracy in the mechanics of form. It is possible
to practice a skill perfectly in a technical sense, and yet in a way so
different frcm that in which it is actually to be used or applied, that
the transfer of training from one situation to another is imperfect.
Tennis enthusiasts who are accustomed to playing on “fast” cement
courts, for example, usually find that their game is handicapped when
they change to lawn courts, for the rebound of the ball is slower and
at a somewhat different angle, and speed in covering the court is likely
to be more difficult to attain. The same situation holds for a great
deal of conventional activity in foreign-language classes. Verbs are
often practiced in isolaticn in vertical paradigms unknown in actual
life; the vocabulary of the classroom and textbooks is different from
that which the students are likely to encounter in normal language
situations; and oral and written work is often in the form of insipid
disconnected sentence exercises, rather than in the form of meaningful
topics or subjects such as normally form the basis of reading, writing,
or conversation in daily life. For these reasons, students who do
superior work in mechanical translation exercises in class, or in answer-
ing questions posed by the instructor, often do badly when it comes to
writing a letter of their own to some actual correspondent, or in
phrasing original questions in the normal give and take of ordinary
life situations. Their classroom experience has been too much of the
proofreading or word-matching type, often in terms of linguistic exer-
cises in which the mind-set is primarily on form and mechanics, rather
than on the communication of information or ideas through any form
of language that is appropriately effective at the time. Practice may
be perfect in such cases, but the results are not always functional
because the transfer of training is handicapped by marked differences
between the learning situations and the circumstances in which the
skill is to operate in actual application, Transfer is most likely to
occur to the extent to which there is an identity or close similarity of
component elemeuts, or an ability on the part of the learner to gen-
eralize the application of what he learns. Moreover, transfer cannot
be taken for granted, for the ability to see applications is limited
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by the student’s level of insight, background of experience, or previous
conditioning in this direction.

The Principle of Motivation.—It is not difficult to find exa.mples in
daily life of activities which to one person represent a pleasurable hobby
and to another a boresome task. This fact is faced by every hostess
on planning an evening of entertainment for her guests. The same
situation is faced by every teacher in every school. It is this difference
in attitude or miud-set which determines whether for any given person
an activity is to be meaningful and stimulating, or dull and purposeless.
In the case of a skill that takes a considerable period of time to acquire,
the desire or will to learn is of immeasurable importance. Without
such a desire, learning is ineffective.

The stimulation afforded by a genuine will to learn is an important
aspect of motivation in education. An activity is likely to be interest-
ing, in the psychological sense, if it ties in significantly with some
meaningful experience or desire on the part of the learner. It is likely
to be interesting also to the extent to which progress toward the
realization of an aim, goal, or objective, which the learner has accepted
as his own, is satisfying, i.e., if the learner feels that he is making
progress in the direction in which he wants to go. The unusual, the
exotic, the incongruous, or the humorous often make otherwise dull
moments more ““interesting’’ by appealing to momentary whimsies or
fancies, or to a seemingly natural desire of the human mind to escape
from reality at times; but such superficial “interests” cannot be
counted upon to serve as more than temporary stimulants to attention,
or “springboards” for the development of a more fundamental and
enduring will to learn. The necessity for appealing too frequently to
interest in the superficial sense of momentary whimsies, moods, or
fancies is usually a sign that the learning program itself is lacking in
content and objectives of basic significance to the student, or that the
learning process is so badly adjusted to the pupil’s level of insight as to
be more discouraging than encouraging, more discomforting than
satlsfylng This is often the case in classes in which the content of the
program is so sterile that it has to be sugar-coated or enlivened by
extrinsic devices, such as parlor games, to prevent the students from
becoming listless and bored.

Interest and motivation are especially important factors in any
program that normally extends over a period of two or more years,
and in which the elementary level is often foundational. There is
little need to lay a foundation for anything unless in the process of so
doing the pupils also develop-a solid and enduring foundation in inter-
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est which will make them want to build something of significance upon
the foundation that they had laid. For what is the val:e of a founda-
tion if in the process of building it the students lose all desire later to
erect something of.significance upon it?

Motivation through Vital Content.—The fact that the foreign lan-
guages have often been rated by a majority of students among the
subjects most disliked in high school! would seem to indicate that the
courses have not always capitalized interest effectively as a factor
in motivating learning. The aims of the course of study—such as

" mental discipline-and improvement of English grammar and vocabu-

lary2—have often borne little relationship to the immediate objectives
of-the pupils in learning the language. Sterile content in the form of
insipid reading or composition exercises have dulled the desire to read,
write, or, speak. Classics, far beyond the linguistic abilities of the

“students and remote in time and space from the vital concerns of young

people today, have been “read” in advanced classes, and kindergarten
stories, far below the maturity level of the pupils, have been read in
elementary classes. Language as communication to an actual speaker,
reader, or audience has been lost sight of amid a disproportionate
emphasis on form and mechanics to the neglect of meaning. Inade-
quate opportunity for practice in applying the rules learned in the
grammar book has often served more to encumber than to facilitate
the learning process. The more grammar the student learned, the
more mistakes he seemed to make. A feeling of satisfaction in making
progress toward a well-defined goal has been wanting in many cases.
I fact, the objectives of the course of study have often been so ulti-
mate and remote that not only the students but also the teachers
have at times lost sight of them in their constant preoccupation with
laying a foundation which in theory would serve everyone, but. in
reality served no one in particular. The result in too many instances
has been an omnibus course consisting of a potpourri of grammar, a
few dabs of so-cailed cultural material sandwiched in occasionally

1 Adolph Klein, “Failure and Subjects Liked and Disliked,” High Poinis, Vol.
XXI, pp. 22-25, January, 1939, See also the earlier studies by 8. 8. Colvin and
Andrew H, McPhail, ‘“Intelligence of Seniors in the High Schools of Massachu-
setts,”” U. S. Bureau of Education Bulletin 1924, No. 9, 39 pp. William F. Book,
The Intelligence of High School Seniors as Revealed by a State-wide Menial Survey of
Indiana High Schools, The Macmillan Company, New York, 1922, 371 pp.; pp.
159-184,

! Emma Reinhardt, ¢ A Study of Standards for Immediate or Classroom Objec-
tives, Materials of Instruction, 2and Pupil Activities for Two Years of French,”
Unpublished doctor’s dissertation, University of Illinois, 1927, 219 pp.
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in English, plus a great deal of pin-wheel activity in the foreign
language—all motion without direction. Those who survived this
type of program were usually pupils with well-established work habits
and speech habits before they enrolled in the courses. The 5 to 8 per
cent who later continued in college in the language which they began
in high school! usually did so to round out lower-division requirements,
or to prepare to teach foreign languages in keeping with the established
tradition.? ‘

Some gratifying progress has been made in recent years in the
publication of new type combination readers and grammars in which
a more unified psychological balance between theory and practice
has been attained; but the material in the way of reading lessons and
exercises in and through which the pupil is to learn to read, write, or
speak the language still frequently lacks content of real meaning for
present-day life. It is still too often material composed primarily to
illustrate vocabulary or grammar rather than to convey information or
ideas. There is seldom more than one fact worth knowing on an
entire page. Interest in reading, or in using the language, is hardly
motivated by sterile content. In fact, if a reading lesson does not
communicate something of significance or iuterest it is not likely to
lead to increased skill in vocabulary or usage no matter how often the
words are repeated in keeping with their merit rating in a scientifically
derived frequency list. Learning does not take place effectively when
the mind is dulled by seemingly purposeless verbosity. The more
likely outcome is so thorough a distaste for reading at the elementary
level that few young people, indeed, will be thrilled with the prospect
of later devoting ten weeks to deciphering or decoding a “classic”
which the author originally irtended to be read in an armchair, or in
bed, in three or four sittings.

The need for motiving and vitalizing the forcign-languag: program
through worth-while content at all levels of instruetion is still great.
Such content need not, and should not be, material that caters merely
to interest in the sense of superficial whims or fancies, but content that
has some bearing upon the development of significant insights, atti-

1Vera Whittmann, “Are College Preparatory Foreign Languages Justified in
Our Curriculum?” The Modern Language Journal, Vol. XXV, pp. 470-472, March,
1941.

3 Coleman D. Frank, “Why Teach French?”’ French Review, Vol. I, pp. 41-52,
November, 1927. G. H. Betts and R. A. Kent, Foreign Language Equipment of
2,325 Doclors of Philosophy, Public School Publishing Company, Bloomington Iil,

1029, vi 4 151 pp. M. V. O'Shes, The Reading of Modern Foreign Languages,
Department of the Interior ulletin XVI, Washington, D. C., 1927, 78 pp.
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tudes, interests, and appreciations in the present-day life of the indi-
vidual and of the society in which he lives. Since every major foreign
culture whose language is studied in school is not withcut its impress
upon our history, population, music, literature, art, science, customs
and mores, and commerce, the range of content from which to draw is
almost infinite.! If this content is chosen in the light of well-defined
social or cultural objectives, and organized in some form of unified
scope and sequence, it can, over a period of two or three years, makea
significant contribution to the basic purposes of American education.
Both this opportunity and that of vitalizing the study of foreign lan-
guages are often lost at present through the uncritical choice of mate-
rial primarily for its linguistic rather than for its thought content.
The primary purpose of language is to communicate. When it
ceases to do so, the study of its structure soon becomes a subject of
interest only to a relatively few potential philologists, phoneticians, or
grammarians.

Motivation through Audience Situations.—Language as communi-
cation, however, requires an exchange of ideas with an audience—a.
listener, a reader, a correspondent, or a group of listeners. Without
an audience, communication is purposeless, and the study of language
lacks the motivation characteristic of normal life situations.? Most
students of foreign languages find themselves in the position of
“reciting’’ for the teacher as critic (usually more concerned with how
things are said than with what is said), or before a group of fellow
students who serve as a board of critics, since most of them know the
answers as well as the speaker himself: Insuch circumstances thereis
little incentive to volunteer information except to make a favorable
impression in class. Building audience situations that serve as incen-
tives to learn to read, write, or speak better is essential to effective
motivation in any modern-language class. This is not an easy task,
but much more can be done than is ordinarily attempted.

An audience situation is usually impossible if everyone in the class
knows as much as, or more than, the speaker. Neither is normal
communication possible if the subject is devoid of thought content.
This means that if the class as a whole is to serve as an audience for a
report or talk in a foreign language, the student who is speaking must
first of all have something to offer that is not already known to the

1 Walter V. Kaulfers and Holfland D. Roberts, A Cultural Basis for the Language
Arts, Stanford University Press, Stanford University, Calif., 1937, 115 pp.; pp.
1-16.

! Kantor, 9p. cit., pp. 10-13.
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group; secondly, his topic must be presented in language that the class
canunderstand. If the group, for example, has studied the geography,
climate, population, history, or products of Mexico, different students
may read and report in Spanish on the same topic as it applies to
another Spanish-speaking country—Guatemala, Cuba, Bolivia, Chile,
etc.—using as far as possible the same vocabulary as that with which
the group became familiar in their study of Mexico. Words that are
likely to be unfamiliar to the class can be defined on the board in the

order in which they are to be used during the course of the presentation.

A model demonstration by the instructor is usually effective as a guide
for students to follow in their own reports. If each student reporting
is responsible for the preparation of 10 completion type exercises in
the foreign language, stressing the most important information in his
talk, these can be administered to the class as an informal test, or form
the basis for an informal review and discussion of the topic later.
Reports of this kind have been carried out successfully even in first-
semester classes, where the emphasis of the program was primarily
on reading for content, and oral and written work centered around the
content read.

Corresponding with young people abroad can, in normal times,
provide an audience situation to motivate practice in composition,
and if guided along profitable channels, can often become an effective
means for making a personal acquaintance with the people whose
language is being studied. Wherever foreign correspondence has been
made an integral part of the course, and utilized as a means for securing
an interchange of ideas and information on topics of common interest,
it has proved a highly successful and profitable activity. Usually
it is desirable for students to write to more than one correspondent
in order to assure a steady exchange of letters. If each student takes
it upon himself to develop with his correspondent some phase of a
topic in which the class as a whole is interested, the translation and
discussion of the letters during periods set aside especially for this pur-
pose will serve to extend interest in foreign-language study beyond the
four walls of the classroom. From time to time, some of the letters
will be worth translating for use ir other classes or for publication in
translation in the school paper. In some schools advanced foreign-
language classes have served as translation bureaus in order that any
student in the school (regardless of his knowledge of the foreign lan-
gueage) might correspond with young people abroad. Recent develop-
ments in short-wave radio communication give promise of still another

means for motivating the study of foreign languages by means of a.
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direct exchange of ideas between classes located in different schools and
communities of the Urited States or in neighboring countries.

Schools located in communities in which there are natives or
naturalized Americans who speak the foreign language have an unusual
opportunity for motivating the classwork by inviting residents of
foreign birth or extraction into the class to answer, in the foreign lan-
| guage, questions previously prepared by the group. If the visitors
‘ are young people of approximately the same age as the students in the

class, the atmosphere is likely to be more congenial and less formal

than if the guests are college professors from some neighboring institu-

tion. In the case of first- and second-year classes the teacher or

~ students from zdvanced classes can serve as interpreters when neces-

sary. . This type of class interview has proved more successful than

§ organized talks by outsiders, which ever: advanced students have

difficulty in following. Moreover, it provides for group participation

-in formulating and asking questions. J{ thc interview”is capitalized

to throw light on some problem in which the group is‘interested, it can
yield informational as well as linguistic outcumes.

A committee organization of the class, with chairmen to keep the
group informed on new books in the library, operas, concerts, art
exhibits, lectures, motion pictures, plays, open-forum d:scussxons,
important anniversaries, and radio programs relating’ directly *or
indirectly to the culture of the foreign countzy, often provides excellent.
1 opportunities for motivating the classwork not only witl- audience

: situations but also with content of timely sngmﬁcanoe If volunteers 3

can be encovraged to attend concerts, lecturesz or plays by distinguished

3 forelgners, the class can ask questions in the foreign language concern-

ing the high lights of the performance. Activities of this kind have

been tried out successfully in average public-school classes as early

as the second semester and, in rapidly moving classes, as early as the
twelfth week of beginning foreign-language work.

Where the school possesses facilities for projecting post - cards,
mounted pictures, or photographs on a secreen, illustrated talks on
places of scenic, historical, or cultural interest, prepared and presented
by the students themselves, can be effectively capitalized to motivate
reading, writing, and oral work in the foreign language. One second-
semester class in high-school Spanish voted to divide itself into com- 1
mittees to present illustrated balopticon talks on the different
Spanish-speaking countries through which the International Highway \
of the Pacific passes. The members of the committes on Mexico, for
example, divided their report into precolonial Mexico, colonial Mexico,
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Mexico in transition, and Mexico today. Each member collected and
mounted pictures obtained by writing to edmaras de comercto, auto-
mobile associations, consulates, travel bureaus, tourist agencies, and
the Pan American Union, and by securing secondhand copies of
Travel, The National Geographic, and other magazines. Each picture
was labeled with a descriptive subtitle in the foreign langusge. During
the course of the presentation to the class, the members of the com-
mittee commented briefly in Spanish on the meaning of each picture,
from notes prepared in advance. Th: comment on one picture of
Chapultepec Castle, for example, ran as follows:

Aquf vemos el famoso Castillo de Chapultepec. El castillo es 1a residencia
oficial del presidente de México. Aqui también vivieron el Emperador Maxi-
miliano y s Emperatriz Carlota.

Since the class had already read in common several chapters of a
textbook dealing with the geography and history of the Spanish Ameri-
can republics, the background of the group was usually sufficient for
a comprehension of the main ideas contained in each report. Every
listener, however, had the privilege of raising his hand at the end of 3
particular comment if he had difficulty in understanding it, and to
ask 1Qué significa—? (Cémo se lama—? ${Cudndo vivieron—?
¢ Dénde estd—? ete.

Obviously, activities of this kind require group planning in advance,
common background reading by the class as a whole, supplementary
differentiated reading by individual students or committees, the divi-
sion and allocation of special responsibilities, foundation exercises in
grammar and syntax, and even occasional workshop or laboratory
sessions for the organization of illustrative materials. The time thus
consumed in preliminary work may range from one to ten class hours,
but it is time spent with a purpose, and the work done in the way of
background reading, grammar, or composition is not just an exercise
in vocabulary thumbing, word matching, or pencil pushing. The
opportunities for developing desirable hsbits of accepting responsi-
bility, cooperation, and ability to organize and present material are
probably of greater educational significance than such “disciplines”
as might accrue from an equal amount of time spent on memorizing,
decoding, or deciphering nonfunctional content, jn a vacuum. Among
the most important outcomes are a more wholesome esprit de corps,
& more genuine desire to learn and use the language better, and the

acquisition of insights and appreciations of significance in out-of-school
life.
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Motivation through Vocational Interests.—Although the voca-
tional aims of most junior- and senior-high-school students are not
clearly enough defined, and too diverse and too remote in time and
space, to form the basis for organizing a complete language program,
such immediate opportunities to use the language as may present
themselves in connection with out-of-school employment afford excel-
lent opportunities for motivating foreign-language work with usable

- content. If a student is assured of employment as a clerk in a store

or post office, or as a steward or cabin boy aboard a ship, for example,
a careful job analysis of his basic foreign-language nceds will reveal
that beyond the conventional expressions of courtesy, '\ specialized
vocabulary of 100 to 15¢ words will usually suffice to cover 90 per cent
of the cases in which he will have legitimate occupational use for the
language; for it is hardly essential that a clerk, cabin boy, or waiter
engage in eloquent conversational repartee with patrons. The oppor-
tunity to make such job analyses and of acquiring a working knowledge
of the basic vocabulary, idioms, and expressions needed in performing
essential services is already provided i1 many evening-school classes
for employed adults, and in some terminal junior-college classes.
Although the students should be made aware of the potential value
of knowing a foreign language in almost any walk of life,! emphasis
upon its vocationsal utility in securing or holding positions should be
carefully tempered with the advice that the character, personality,
professional training, and experience of the individual, apart from
language, are of primary importance, for as the French put it: On peut
8¢ fou en plusieurs langues (One can be 2 fool in several languages).
Fuli-time positions as interpreters or translators are, in normal times,
relatively few in number, often require a ready command of several
languages beyond the reach of most high-school and junior-college
students, and are therefore usually filled by naturalized Americans
who speak English and one or more foreign languages by virtue of
extensive residence abroad. Worst of all, such position: as a rule are
badly underpaid. The best that can be said of the vocational utility
of foreign languages is that, other things being equal, a working knowl-
edge of one or more foreign languages is a distinct asset in securing
and filling such positions in library work, acting, singing, radio
announcing, research, foreign commerce, international communica-

1 Wam L. Schwartz, Lawrence A. Wilkins, and Arthur G. Bovée, “Voca-
tional Opportunities for Students for Foreign Languages,” Modern Language
Journal, Vol. XVI, pp. 545-582, April, 1932. Reprinted for general distribution
in 1934. Revised editicn, 1941.
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tion (train, steamship, airlines, telephonic and telegraph services),
foreign news correspondence, diplomatic and consular services, and
the like, as require ability to pronounce, read, write, speak, or translate
a foreign tongue. Although some vocations in the foreign service
require an expert command of a foreign language in reading, writing,
and speaking, many occupations, such as radio announcing, require
little more than a fair degree of ability in some limited phase of the lan-
guage, e.g., pronunciation ¢z the ability to translate into English with the
aid of a dictionary. It is, perhaps, the failure of the foreign-language
program to meet the specific language interests of different students,
aad to differentiate the activities and content of the courses in terms of
a job analysis of language needs in certain professional #nd semiprofes-
sional types of work, which has led many foreign-.::; ‘age courses to
lose the vitality that comes from capitalizing life-caree:; motives.

The principles of reference to experience, insight, learning to do by
doing, the transier of training, and of motivation, which have just
been discussed with occasional examples illustrative of their applica-
tion to the educative process in foreign languages, constitute the
psychological foundations upon which any successful learning program
must be built.

Psychological Fallacies Inherent in Conventionalized Language
Methodologies. The “Natural Method.””’—In the past, the foreign-
language curriculum has often been stampeded in the direction of a
specific “method,”” often highly formalized and seldom based upon
anything but psychological speculation. The notion that a foreign
language chould be learned the way children learn it—the ‘“‘natural
way’—is sound inscfar as children learn to do by doing, in motivated
life situations, but unsound in its neglect of the principles of reference

to experience and transfer of training. The boy, girl, or adult who -

begins foreign-language study in school is hardly to be compared with

a child learning to talk in the nursery, for habit patterns already

established in the vernacular either handicap or facilitate the learning
of a second language. If a foreign word looks like an English word
whose meaning is already known, it is likely to be understood correctly,
proyided the two words happen to be exact cognates, and incerrectly

1 For a historical survey of methodological systems see Charles H. Handschin,
Modern-lunguw,~. Teaching, World Book Company, Yonkers-on-Hudsnn, New
York, 1940, vi 4- 458 pp.; pp. 61-70. Peter Hagboldt, The Teaching of German,
D. C. Heath and Company, Boston, 1940, ix 4 306 pp.; pp. 3-27. Robert
D. Cole and James B. Tharp, Modern Foreign Languages and Their Teaching, D.
Appleton-Century Company, Inc., New York, 1937, xii 4- 640 pp.; pp. 1-19, 49-70.
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if one of the two happens to be a deceptive cognate, eg., dormitorto
(bedroom in Spanish, dormitory in English). Similarly in pronuncia-
tion, speech patterns that have become automatic and more or less
fixed in the vernacular tend to carry over unconsciously into the foreign
language. Since most foreign languages have an entirely different
basis of articulation, this unconscious and inevitable transfer of {rein-
ing is usually more 4 hindrance than an aid, for exact equivalents in
the vernacular and foreign language are difficult to find, and such
important factors as liaison, synaloephy, inflection, and intonation
are usually sufficiently different to require an almost complete recondi-
tioning of the aural-oral mechanism.

The fact that the speech patterns of younger children are not so
fixed as those of older chiidren or adults probably accounts for the still
popular illusion that early childhood is the best time to learn a foreign
language. The advantage is probably only on the aural-oral side.
The ears of children are probably more sensitive to the. sounds of a
foreign language oniy because they do not so readily mistake closely

related but different sounds as identical with sounds to which their

minds have been tuned in the vernacular. The aural-oral mechanism
has not “set”’; consequently, they are less burdened with the handicaps
of an involuntary transfer of training. Nevertheless, a wider back-
ground of experience in the vernacular serves the adult to greater
advantage in discerning the meanings of many words that are cognates
or near cognates in the foreign language. Moreover, the level of
insight of young children, owing to their relatively more limited back-
ground.of experience, is ordinarily not so highly developed as that of
adolescent boys and girls, or adults. Maturity usually favors older
children and grown people with greater ability to generalize. Thisisa
distinct advantage in the study of a foreign language in school where
generalization is often necessary to short-cut the learning process as
far as possible to compensate for the handicaps imposed by limitations
of time and class size. The “mother-tongue” fallacy inherent in the

" natural method makes it fall short as an approach to language at

the adolescent or adult levels of schooling. There is no reason why
adults, given equal opportunities for instruction and practice, cannot
learn a foreign language as easily and effectively as young children
provided sound psychological principles are applied in terms adapted
to their levels of insight. A program of instruction suited to kinder
garteners is no more appropriate for adults than a pair of diapers.?

1 For experimental data on adult learning, see footnote references to problem 3
in Aupendix A.
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COMMON SENSE IN FOREIGN-LANGUAGE TEACHING 37

Limitations and Virtues of the Direct Method.—A similar mis-
carriage of methodology in foreign-language teaching can be found
in the more absolute forms of the direct method in which direct
reference to the vernacular is fanatically ruled out. Although this
method provides for more adequate opportunities to hear the language,
and thus contributes to the development of a certain measure of
Sprachgefihl, this advantage is often offset by the circuitous route that
teachers and students have to follow to gain an understanding of non-
cognate expressions (especially where these do not refer to objects or
easily demonstrated movements) or of the basic principles governing
such matters as tense, moods, agreement, and word order. Moreover,
the devotees of the absolute direct method are doing hardly more than
making subjective use of the student’s background in the vernacular,
without recognizing it objectively. Such a sentence as Ein Fisch kann
schwimmen, for example, can be understood by most beginners on the
very first day of German because of its cognate resemblances to
English words. Elimination of direct reference to the vernacular is
advisable and easy where the meaning is obvious anyway; but it tends
1 to short-circuit the learning process in the case of noncognate situa- %
tions in vocabulary and usage. Reference to the vernacular in cases
{ of emergency is permitted by advocates of the “modified” direct
; ~ method, but teachers who try to follow this middle-of-the-road course
usually find the number of emergencies so great that they unconsciously
become practitioners of the eclectic method—of selecting whatever
[ teaching procedure or device seems best adapted to the achievement
of a specific purpose.

. The chief strength of the direct method is also its chief weakness.
T:e paradox lies in its failure effectively to capitalize the principle of
reference to experience, for previous conditioning in the vernacular
can often serve to provide a valuable background in terms of which
the unknown can be explained by way of comparison or contrast with
the known. Moreover, any method, whether it be direct, natural, pho-
netic, oral, or eclectic can fall short of its goals and even defeat its own
ends, if it fails to capitalize the basic principles that underlie the con-
cepts of learning to doby doing, the transfer of training, and motivation.

Logical Organization on the Basis of How Young People Learn
vs. Logical Organization within the Subject Itself. —Unfortunately
for subject-minded specialists, learning is more psychological than |
logical. A functional command of language is not gained from practice
in memorizing classified categories and fitting them together according
to rule, irrespective of the learner’s level of insight. A logical organiza-
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38 MODERN LANGUAGES FOR MODERN SCHOOLS

tion of material within a unit is possible only to the exteat to which
the part can be seen in relation to the whole. Since beginners are
hardly in a position to see part-whole relationships, any method that
depends primarily upon a logical organization and sequence of content

from the standpoint of the language itself, rather than from the stand-

point of the learner’s ability to perceive and understand functional
relationships, is likely to lead either to mental congestion or to &
parrot type of language learning that is as ephemeral as it is superficial.
Logical organization in a new field is meaningful to an individual only
to the extent to which he himself has participated in formulating it.
These principles of modern psychology suggest the advisability of
providing in order (1) abundant opportunity from the beginning to
hear the language in meaningful connected context, (2) adequate
opportunities to read, write, and pronounce the language in connection
with the development of an informational topic or subject, and 3)
occasional linguistic exercises as needed to clarify points of usage, or
to develop automatic control over such mechanical skills as pronuncia-
tion, tense formation, and agreement of adjectives.

The primary emphasis throughout is en hearing and using the lan-
guage in actual communication, .., in the sequentis! development of
some topic, subject or theme, such as Les Contributions de laFrancedla
culture des Eiats-Unis. Objective exercises of the multiple-choice,
completion, or true-false correction type, and completion questions,
carefully constructed to reduce the possibility of making linguistic
errors, are used to provide opportunities for reading, writing, and
speaking the language from the very start. After a few weeks, semi-
original résumés and the like, written by the students from memory
in the foreign language as a summary of the cultural information con-
tained in the unit, provide for the learning and fixation of vocabulary,
idioms, and examples of syntactical construction in connection with
content worth discussing. Note that language and culture are not
separated and that, although specialized practice in usage and mechan-
ics is provided, the emphasis on this phase of language work is dis-
tinetly collateral, and exclusively in terms of demonstrated class
needs throughout the elementary and intermediate levels. In
advanced classes, the essentials of form and mechanics which have
been learned on the basis of need in the first two years may be logically
organized by the students themselves, under guidance, as a means for
reviewing and fixing these language concepts; or they may be grouped
according to categories on separate pages of a loose-leaf notebook as
they are developed through the course. .
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Although learning is psychological and thus requires sequential
organization and presentation of content in conformity with the
learners’ levels of insight, rather than in terms of logical classifications
within the subject itself, the learning process does not for this reason
have to be disorganized, opportunistic, or illogical. Organization
and presentation based on the psychology of learning can be just as
logical and unified as organization based on the logic of formil gram-
mar. The reascn for the seeming impracticability of organizing
elementary foreign-language programs on the basis of the psychology
of learning is probably to be found in the fact that most elementary
textbooks follow the logic of the subject almost exclusively. Vocabu-
lary, idioms, and syntactical constructions, for example, are presented
and emphasized in terms of their frequency of occurrence in frequency
counts, and not primarily in terms of the most effective way in which
to learn them, or their relative difficulty for students. * is not impos-
sible to find many textbooks in which no more pracuce material is
afforded on relatively difficult items of high irequency of occurrence in
current usage than on relatively simple items of low frequency.
Effective outcomes cannot be achieved efficiently in such circum-
stances without an undue amount of mental gymnastics on the part
of both student and teacher. Since illustrations of recent attempts
to develop more psychologically sound and functional language
programs in American education are cited in Chapters VIII and XV,
it will suffice here to review briefly the sociological and psychological
conceptions underlying recent trends in foreign-language teaching,!
before turning to a consideration of principles and procedures relating
to the development of ability in pronunciation, grammar, reading,
vocabulary, and conversation.

Summary.—1. Language, as a vehicle for the communication of
feelings, wants, and ideas, is always a means and never the end, and
should be taught from the point of view of facilitating the expression
and comprehension of thought content in audience situations.

2. Primary emphasis on form and mechanics to the neglect of
meaning leads to self-consctousness in language rather than to language

1 Walter V. Kaulfers, ““Foreign-language Outcomes of the Staniord Language
Arts Investigation,” School and Society, Vol. LII, pp. 235237, Sept. 21, 1940.
Examples of new type foreign-language programs are contained in A Foreign
Language Program for Progressive Schools, Progressive Education Association,
221 West 57th St., New York, 1938, 86 pp. (mimeographed). Sece also Pro-
ceedings of the Ohio Workshop on Modern Language Teaching, Ohio Council on
Modern Language Teaching, Ohio State University, Sept. .25, 1940, vi - 60 pp.
(mimeographed).
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consciousness, or Sprachgefikl. Grammar and special practice mate-
rials should thus be introduced only when they are absolutely needed
to facilitate expression or comprehension in the light of some objective
outside and beyond the practice materials themselves. This need
can be determined in two ways: first, by the questions that the pupils
themselves raise from their own attempts to read, write, or use the ;
language; secondly, by their difficulties or by the mistakes that they i
themselves make. The latter provide the clues to types of special
work needed to help the pupils use the language with confidence and
accuracy.

3. To reduce the possible number of errors, the content and exer-
cises should be carefully graded and as ‘‘error proof” as possible.
Little reliance should be placed on ability to apply =xplanations
involving grammatical terminology.

4, The content and activities in and through which the language
abilities are to be developed should be chosen from the start with an
eye to their effectiveness in creating worthy attitudes, interests, and t
appreciations. In other words, the ultimate cultural objectives of §

!

the course of study should serve as criteria for the choice of foreign-
language content for reading, writing, or speaking from the first week
to the last. ‘ !
5. The best way in which to learn a language is to learn something |
of significance in and through the language—something beyond
vocabulary or grammatical terminology. Knowledge of the gram-
matical terminology of a language probably has no more relationship ]
to ability to use and understand it with ease or accuracy than ability
to narae all the intricate parts of an automobile, and to fit them
together correctly, has to ability to drive a car efficiently and safely.
We learn to do by doing under proper motivetion and guidance.!

! For an overview of recent (1940-1941) research see James B. Tharp et al,,
“Research and Methodology,” The Modern Language Journal, Vol. XXV, pp.
717-727, October, 1941. Also “Annotated Bibliography of Modern Language
Methodology,” pp. 683-702. Walter V. Kaulfers et al., ‘“Along the Foreign-
language Frontier,” Hispania, Vol. XXIV, pp. 353-358, Cctober, 1941,
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CHAPTER 11
PERSPECTIVE ON THE TEACHING OF PRONUNCIATION

The primary concern i3 not pronunciation, but something worth pro-
nouncing.

Ability in Pronuncistion as a Basic Skill.—A certain measure of
facility and accuracy in the fundamentals of pronunciation is generally
taken for granted as basically essential to the attainment of the lin-
guistic or cultural objectives of foreign-language teaching. Even
institutions that avowedly concentrate on the reading objective at
the elementary and intermed:ate levels provide for a period of intensive
preliminary training in pronunciation to facilitate subsequent work in
intensive .and extensive silent reading.! Althongh ability to pro-
nounce the foreign language is ultimately essential to a satisfactory
realization of the ability to read, write, or speak it, this fact does not
necessarily mean that practice in pronunciation should be the exclusive
concern of the teacher and student during the first few days of the

beginning course. Indeed, until the beginner has had sufficient _

opportunity to hear the language correctly in meaningful context, it
is doubtful if his ears will be a reliable guide in helping him to imitate
or reproduce its sounds. Mental sound patterns already established
in the vernacular tend unconsciously to color what one hears in a
foreign language. Sounds that are superficially similar in the native
and foreign languages are likely to be mistaken for identical sounds,
and physical articulation patterns tend to carry over involuntarily
in the pronunciation of such sounds as the % in Frenck, or the % and &
in German, unless proper guidance is given in listening as well as in
producing the sounds correctly. The development of a “perfect”
pronunciation—one indistinguishable from that of well-educated
natives—involves in effect an almost complete reconditioning of the
auditory and speech apparatus, for it requires the development to the
point of automatization of new neurophysiological associations with
respect to differences in bases of articulation, synaloepha, synaeresis,
liaison, and intonation.

10tto F. Bond ef. al., French Syllabus, 7ti: od., University of Chicago Book-
store, 5802 Ellis Ave., Chicago, September, 1939, 67 pp.; pp. 8, 15-16.
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Handicaps Imposed by the Involuntary Transfer of Training.—The
tendency of speech patterns already well fixed in the vernacular to
carry over involuntarily into the foreign language is easily observed
in the case of identical cognates involving differences in accentuation.
Even after having heard the correct Spanish pronunciation of such a
cognate word as doctor, the beginning student will often persist in
accenting the first syllable rather than the lss*, and pronounce the first _
0 as in hot. The same unconscious transfer of training is observed ]
in the almost universal tendency of English-speaking students fo :
diphthongize the vowels in the Romance and Germanic languages,
or to link intervocalic consonants with the wrong vowels. The most
important initial task in the teaching of pronunciation is helping the
student to hear correctly what is actually pronounced, and not to
confuse what he thinks he hears with the actual sounds themselves.?
This process of reconditioning the aural mechanism can be accomplished
5 in a variety of ways. Comparing and contrasting the pronunciation
1 of letters in certain identical cognates in English and {he foreign:

language serve to emphasize differences that would be obscured if the
foreign words chosen to illustrate the sounds were noncognate. The }
use of cognates makes possible a desirable capitalization of the princi-
% ple of reference to experience, at the same time “nipping in the bud”
: | the deterrent effects of an involuntary transfer of speech patterns from
i ' the native to the foreign language.

Reconditioning the Aural-oral Mechanism.—Suppose, for example,
that the teacher wishes to forestall the tendency to diphthongize the
closed vowels in French. She might say to the class, ““Some words in
French and English are very much alike in spelling, sound, and mean-
ing, for both languages have borrowed words from Latin or other
sources. I am going to dictate to you a few words which are spelled
: exactly alike in English and French. Number & separate sheet of 5
2 paper, and opposite the proper numbers write the words as I pronounce ' ;

1 b Saniid
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4 1 This illusion has been repeatedly demonstrated by experimentation in
psychological phonetics. In his monograph, Englische Lautdauer: eine experi-
mental-phonetische Untersuchung, E. A. Meyer reports having recorded repetitions
of the nonsensical combination sérragis, which he recorded phonographically,
pronouncing the combination each time with the accent on the first syllable. On
reversing the disk, he heard, not an accented 6, but an accented a, i.e., sigarros, '
instead of the acfual inverted sound sigarrés. For this illusion, two factors—one 1
physical, the other psychological—were responsible: the greater sonority of the a
as compared with that of the o, and the fact that the sound combination, as played
in reverse, suggested the familiar word cigar. See Englische Lauldauer, Upsala,
Leipsig, 1903, pp. 51, 181, 228,
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them in French. You will usually be able to tell whether or not you
understood the French word correctly, if what you write on your paper
looks exactly like some English word. For exaimple, suppose I dictate
the French word rose; what English word does it sound like? Yes,
rose and rose mean the same thing in French and English, and the two
words are spelled in exactly the same way. Do the words sound
exactly alike too? No, they do not. In just what way does the
French word rose sound different? What do you suppose causes
the differences in the sound of the r and of the o which you have just
mentioned?”’ .

By such inductive leading questions, capitalizing specific, concrete
exainples, the teacher can sensitize the minds and ears of the students
to important differences in bases of articulation, tongue positions, and
the like. The inability of the class to explain exactly what causes
specific differences in sound will provide opportunities for the teacher
to explain the exact ways in which the sounds are produced. For
example:

“The difference between the French o in rose and the o in our
English word is caused by making the sound without moving the
tongue, lips, or jaw while pronouncing the letter. Say o now, keep-
ing the tongue, lips, and jaw absolutely still until you have cut off
the breath . . . like this . . . (demonstrates).. Now pronounce the o
in rose in exactly the same way, and for the time being pause briefly
before adding the z (-se) . . . like this: ro:’z (writes the phonetic
transcription of the word on the board). The : means prolong the
o-sound slightly; and the ’ means pause for a split second: Now let
us all repeat the word three times in succession . . . very good. Now
perhaps you can see that the French o does not fade into an 0 sound
as in English. All the vowels in French, as in most foreign languages,
are pure vowels, without vanishing sounds. Let us now pronounce
the French vowels a, 4, 7, and o, without moving the tongue, lips, or
jaw while sounding them.”

With this preliminary explanation the teacher may proceed to the
oral dictation exercises. Sample units of these are reproduced below
in French, German, Spanish, and Italian for use during the first two
or three days of beginning work. Each sample unit consists of aural
truc-false or completion exercises to be read to the class orally by the
instructor.! To these the pupils may respond with the foreign words

1 Walter V. Kaulfers and Dorothy Sonzogno, ¢ Aural Comprehension-exercises

for Beginners in Italian,” Italica, Vol. XVI, pp. 23-29, March, 1939. Walter V.
Kaulfers and Arabella J. Moore, * Aural Orientation Exercises for the First Week
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for yes and no to indicate whether the statements are true or false,
or with such answer-words as are needed to make the statements
complete and true. Since the primary purpose of the exercises is ear
training, information that is not a part of the common knowledge of &
large majority of the class is ruled out. The procedure stresses the
principle of “impression before expression” with a view to orienting
the beginning students in the aural background of the language prior
to oral recitation. After such orientation, work in pronunciation can
usually be undertaken with considerable economy in tire and effort
and with generally superior responses from the pupils because of the
training in aural discrimination which they have received during
the orientation period. Unless the procedure is too highly formalized
or 100 prolonged, it can serve as an interesting and painless initiation
to foreign-language study, and secure the voluntary participation of
almost every member in the group, even of those who otherwise would
be lacking in self-confidence. If it is desirable to organize the work
in such a way that a written response may be obtained from each
pupil as a matter of class record, the students can readily be directed
to number a sheet of paper in columns, and to write their reactions
(yes or no in the foreign tongue) opposite the numbers of the respective
statements as they are read by the instructor. The work of correction
can then easily be done by the students themselves through tke simple
exchange and correction of papers.

It will be noted that if pronounced distinctly, every sentence,
except possibly a few in the later sections, can be understood by a
majority of beginning students after two or three repetitions. Instead
of reading the sentences siowly, the instructor should repeat them
two or three times in succession, in the normal tempo of conversational
speech, stressing the cognates. This suggestion is important for two
reasons: first, because it focuses the attention of the students on the
meaning of the seutence as a whole, thus preventing the class from
getting lost among the words; and secondly, because it avoids the
danger of so habituating the ears of the students to a slow classroom
style of articulation that they are bewildered when confronted by the
normal tempo of speech in daily life with its many liaisons, vowel
groupings, and varieties of intonation. In general, no more than

of German,” The German Quarterly, Vol. X111, pp. 1-6, January, 194C. Walter V.
Kaulfers and Isabel M. Arata, “Aural Comprehension Exercizes for Beginners in
French,” The French Review, Vol. XI, pp. 378-384, March, 1938, Walter V.
Kaulfers, “Launching the Beginning Foreign Language Class,” Modern Languags
Forum, Vol. XV, pp. 128-132, October, 1930.
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twenty minutes should be devoted to this type of activity at any one
sitting—not just to avoid boredom and fatigue, but to allow time for
the formation of new neurophysiological association patterns. The
principle of spaced learning is important here.

AURAL COMPREHENSION EXERCISES YOR BEGINNERS IN ITALIAN

ForMm I. TRUE-FALSE

Nore: Statements to be made orally. Comprehension can often be facilitated
by mesns of gesticular suggestions.

Directions: Reply to the following statements with St if they are true, and with
No if they are false.*

A

La tigre & un animale.

Roosevelt & il presidente degli Stati Uniti d’America.
. 11 football & uno sport.

Lincoln fu assassinato.

Joe Louis & un artista italiano.

Chicago & in Italia.

La rosa & un errore.

. L’oceano Pacifico & in Francia.

. Greta Garbo & un’attrice famosa.

. Longfellow & un gran poeta italiano.

ey
SoPNS ;L0

B

La banana @ uns frutta.

. Hitler 8 il duce d’Italia.

La Francia & in Europa.

11 violino & un metallo.

. 11 Generale Pershing & un esploratore.

La Status della Libertd & a New York.

Madrid @ in California.

. Roma & la capitale d'Italia.

. Shakespeare & 'autore di “Gone with the Win »
. ‘“‘Rigoletto’” & un'opera.

SopNpmmwPr

C

1. Eddie Cantor & un professore.

9. Sacramento & il centro d’America.
3. Marconi inventd il telegrafo.

4. Jeannette MacDonald @& un’attrice.

* To rule out the factor of chance guesses, the papers may be scored by sub-
tracting the number wrong from the number right. See C. M. Ruch, The Objec-
tive or New Type Ezamination, Scott, Foresman and Company, Chicago, 1929,
478 pp.; p. 185.
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5. Tl fonografo & una medicina.

6. Grace Mocre & una soprano.

7. L'Italia & un continente. .

3. Hollywood produce cinematografi.

9. L'Austria ¢ una parte della Germania.
10. Mussolini & un patriota italiano.

D

1. Cristoforo Colombo & francese.
2. Leonardo da Vinci & un medico.
3. Marco Polo inventd gli spaghetti.
41 dentista & un medico.
5. Genova & un porto:
6. Il Canada & una parte dell’ America.
7. 1l telegrafo & un modo di communicagzione.
8. L’America del Nord & immensa.
9. Shakespeare & un autore inglese
10. L’Africa & un continente.

Foru II. DICTATION

A

Directions: The following words are spelled exactly alike in Italian and English.
Number a separate sheet of paper, and opposite the proper numbers write the word
dictated. I, la, lo, and U’ (the article) mean «the.”” If what you write does not
look like some English word, you will know that you have made a mistake.

1. 'arena 11. lo zero

2. I'aroma 12, il gas

3. la soprano 13. 1a zebra

4. il piano 14. il boa

5. V'idea 15. lo sport

6. 1a banana 16. Yopera

7. il casino .17. la gardenia

8. 1a villa 18. la mamma

9. 1a radio 19. la saliva

10. il diploma 20. America
B

The following words are spelled exactly the same in Italian as in English, except
that in Italian an @, ¢, or 0 is added at the end.

* Examples: : music > musica
animal > animale
monument > monumento

(a) ®)

1. il presidente 1. Pangelo
2. 'arte 2. il despotismo

Cart
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3. Verrore

4, il canale

5. il cannibale

6. Poratore

7. Yalligatore

8. il continente

9. 1a ¢ afusione
10. Palta~e
11. la questione
12. lo splendore
13. il professore
14. lo studente
15. 1a regions

(©

1. 1a persona
2. il dentista
3. l'artista

4, la logica

5. il poema

6. 1a forma

7. la tomba

8. il poeta

9. il pessimista
10. la visita
11. la tonica
12. il patriota
13. il socialista
14. la massa
15. la palma

3
4
5
6
7.
8
9
10. Yorganismo
11
12
13
14
15

©oOeIMdU N~

. il fragmento

. ’armamento

. il monumento

. il verbo
Y’alieno

. il realismo

. il documento

. il dollaro

. 1l resto

. il socialismo
. il porto

. il violino

@

. silente
. stupido

fertile
federale

. locale
. animale
. inferiore

. intelligente
. superiore
. interiore

. manuale

. differente
. centrale
. musicale
. elegante

Directions: Number a separate sheet of paper, and opposite the proper numbers
anawer the questions which I shall dictate in Italian. Chocse your answers from

the liat at the right. Ch¢ means who,

Qual'é means which 3s.

1. Chi & Muasolini?

9. Dov’@ San Francisco?

3. Dov'e Hitler?

4. Che &1la tigre?

5. Che & la Francia?

6. Chi 2 un esploratore famoso?
7. Chi invensd ii telegrafo?

8. Chi & Roosevelt?

9. Chi & il duce d’'Italia?
10. Dov'¢ Stanford?
11. Dov'2 la Statua della Liberta?
12. Chi & un autore famoso?

13. Chi & un autore inglese?

e e

Che means what, Dov’¢ means where s, and

a New York

. il presidente

. Eddie Cantor
il duce
Marconi

. nella Germania
. Giorgio Washington
a Palo Alto

in California

. un animale

. Mussolini
Byrd

. una nazione

I ure s TONe R &8
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14. Qual’2 la capitale degli Stati Uniti? n. Shakespeare
15. Chi & il patriota Americano? 0. Washington
p. Jeannette MacDonald

_ D. Comprehension—Oral or Written*

Directions: Number a separaie sheet of paper. and opposite the proper number
answer the questions which I shall dictate in Italian, selecting only answers from
the column to the right. There are more answers than you can use,

1. Chi &il duce d'Italia? a. il minuetto
2. Chi participa negli sports? b. PItaliano
3. Chi comincia il concerto? c. Pershing
4. Chi parla italiano? d. 1a radio
5. Qual’ & un’automobile? e. a Pslo Alto
6. Che nazione & nell’Oriente? {. il musicista
7. Chi & I'autore di “Giulio Cesare’’? g. Yatleta
8. Che animale & feroce? k. Roosevelt
9. Che inventd Marconi? 1. Mussolini
10. Chi & un generale? j. il Ford
11. Quale nazione & fascista? k. Michelangelo %
12. Qual’é un monumento? l. 1a Cina 4}
13. Qual’® una scienza? m. Shakespeare -
3 14. Qual’® una repubblica? n. il leone
: 15. Qual’d una danza? o. il Messico ' L
4 p. 1a zoologia )
: g. nella California y
. r. I'ltalia
s. 1a Statua della Liberta

OBSERVATION QUESTIONS: SUMMARY OF UNIT

- 1. Which of the words in the foregoing exercises have we borrowed from the

| Italian? .
= 9. Which words are spelled ezactly alike in English and Italian?

3. Mention any other words that have come to us from or by way of the

Italian.
4. Why do so many words resemble each other in English and Ttalian? Is it

because the Italians have borrowed many English words from us? Because we
have borrowed many words from the Ttalians? Because both the English-
speaking people and the Ttalians have borrowed words from some third language?
5. Are there any people with Italian names in your class, school, or community?
Can you guess what some of the names mean? ,
8. Mention any words for Italian foods, such as pastes and vegetables, that we
have adopted in the United States.

* If the exercises are conducted orally, the columns of answers may be written
on the board in advance.
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A LINGUISTIC ORIENTATION:EXERCISE FOR BEGINNERS
IN GERMAN

Forx I. TRUE-FALsSE*

Norts: Statements to be made orally. Comprehension can often be facilitated
by means of gesticular suggestions.

Directions: Reply to the following statements with Ja if they are ¢rue, and with
Nein if they are false. ’

A

Der Prisident von Mexiko ist Roosevelt.
. Chicago ist in Florida.

. Gold ist ein Metall.

. Der Prinz ist ein Schuh.

. Kalifornien ist ein Staat in Nordamerika.
. Ein Nest ist ein Boot.

., Afrika ist ein Kontinent.

. Der Eisberg ist ein Busch.

. Ein Bér kann schwimmen.

. Die Rose ist eine Blume.

SOOI G ON

oy

Ein Fisch kann sirgen.

Eis ist warm.

Der Professor ist ein Krokodil.

. Das Gras ist gviin.

. Der Vater ist ein Maun.

. Das Haus ist ein Park.

. Kristopher Kolumbus war ein Mann.
. Greta Garbo ist eine Maus.

. Eiswasser ist kalt.

. Kolumbus war in Genua geboren.

FU £ 0

b
[—--N I -]

C
Der Nordwind ist kalt.
. Das Saxophon ist ein Sofa.
. Die Henne gibt Butter.
Ein Ring ist rund.
. Der Mississippi ist ein Mann.
. Das Horn ist eine Maschine.
. Ein Ball ist rund.
. Die Sonne ist warm.
. Edison ist (war) Priisident.
. Der Eisb#r ist griin,

CSOPONAD U ON

bk

*To rule out the factor of chance guesses, the papers may be scored by sub-
tracting the number wrong from the number right. See Ruch, op. cit,, p. 185.

B
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D

. Bittere Medizin ist gut zu trinken.

Mexiko ist in Europa.

Das Papier ist griin. (Hold up a piece of paper.)
_ Der Mississippi ist in England.

Der Ochs gibt Butter und Misch.

Das Konzert macht Musik.

Braunes Haar ist griin.

. Kaffee ist gut zu trinken.

Der Wolf ist ein Instrument.

Im Sommer ist es kalt in Florida.

E

[y
Sopuegpwmr

. Eine rote Blume ist griin.

Ein Boot kann auf Land sinken.

Der Hammer ist ein Land.

Die Hand hat sechs Finger.

Tee ist gut zu trinken.

. Der Elefant hat eine lange Nase.

. Winter bringt Eis und Schnee in Alaska.

. Die Deutschen trinken Bier und Wein. N
Das Herz und die Nase sind im Arm.

. Der Student studiert in der Schule.

SRR

[y
=

ForM IXN. COMPLETION

Directions: Number a separate sheet of paper, and opposite the proper numbers
answer the questions which I ghall dic.zte in German. Choose your answers from
the list of words at the right (on the boord).*

e e A o o o = A A S € e o — o S et 6 e

.

1. Was ist gut zu trinken? a. das Gras
2. Was ist grﬁn‘{ b. ein Mann
3. Was schwimmt im Wasser? ¢c. braun
4. Was ist der Vater? d. der Tee
5. Was ist ein Automobil? e. eine Maschine
6. Was ist das Saxophon? f. der Fisch
7. Was macht das Konzert? g. ein Instrument 7
8. Was ist eine Rose? h. Musik -
9. Was hat der Elefant? 4. eine Blume
10. Was ist Afrika? j. Bier
11. Was trinken die Deutschen? k. eine lange Nase
12. Was ist kalt? l. Schnee
13. Was bringt der Winter? m. Eiswasser

14. Wie ist oft das Haar?
15. Wo studiert der Student?

n. in der Schule
o. ein Kontinent

Form III. DICTATION

Directions: The following list of words are spelled ezactly like the English. Der,
die, and das (the article) mean the. All names of things (nouns) will be written

* A review of the pronunciation of the list should precede the exercise.

e ot o i o A YA T
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with a capital letter. Number a separate sheet of paper, and opposite the proper
numbers write the words dictated, spelling them with capitals except after number
32. ’

1. die Rose 15. der Hunger 27. der Wolf

2. der Hammer 16. die Minute 28. das Instrument
3. das Hom 17. der Name 29. der Frost

4, der Arm 18. das Nest 30. die Dame

5. der Ball 19. der Park 81. das Museum
6. die Butter 20. der Plan 32. das Echo

7. die Hand 21. der Ring 33. oft

8. das Land 22. der Sack 34. mild

9. der Student 23. der Sand 35. wild

10. der Humor 24. der Strand 36. warm

11. das Deck 25. der Wind 37. blond

12. der Fall 26. der Winter 38. still

13. der Finger 39. 80

14. das Gold 40. blind

OBSERVATION QUESTIONS: SUMMARY OF UNIT

1. Why is it that so many words are spelled so nearly alike in English and
German? Did we borrow these words from the Germans? Did the Germans
borrow them from us? Did both the Germans and the English (or Americans)
borrow them from some third language?

2. From your knowledge of history, can you tell when 6r why this borrowing
took place?

3. Mention any other words that have come to us from, or by way of, the
German.

4. Do you know any local family names that look or sound as if tliey might be
German? How many can you find right in your own class or school? In your
own community? Can you guess what some of the names mean? »

A LINGUISTIC ORIENTATION EXERCISE FOR BEGINNERS
IN FRENCH

Form I. TRUE-FALSE

Nore: Statements to be made orally. Comprehension can often be facilitated
by means'of gesticular suggestions.

Directions: Reply to the following statements with Qui if they are {rue, and
with Non if they are false.

A

1. Le tigre est un animal.

2. Le football est un sport.

3. Roosevelt est président.

4, Lincolr: fut assassiné.

5. Joe Louis est un artiste frangais.
6. Chicago est en Italie.

7. Le ginc est un métal.

P o e Ao th T o8 e
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8. Le Ford est un automobile.
9. L'Océan Pacifique est en Californie.
10. Greta Garbo est une actrice célébre.

B

. L’orange est un fruit.

. Hitler est le dictateur en Italie.

La France est en Europe.

La rose est une fleur.

L’Amiral Byrd est un fameux explorateur.

La statue de la Liberté est & New-York.

. Madrid est en France.

. Mme. Osa Johnson va dans la jungle pour ses bétes.
. Victor Hugo cst Vauteur de “Roméo et Juliette.”

. Le trein est une cage.

SOPVNTD YN

[y

C

. Groucho Marx est professeur.

. Sacramento est Ia capitale de I’Amérique.

. Les Francais adorent Jeanne d’Arc.

. La machine est utile.

. L’Afrique est un continent.

. Le lion est cruel.

Le Mexique est un fruit.

. Le musicien commence le concert.

. Les Frangais admirent les films américains.
. Stanford est une université en France.

COPIG N =

[

D

1. Les enfants Dionne—Marie, Annette, Emilie, Cécile, Yvonne—habitent le
Canada.

2. Einstein est une grammaire.

3. Le vase est fragile.
Le Général Pershing est mexicain.
. Lindbergh est allé par aéroplane de New-York & Paris.
. Mussolini est une cigarette.
. Le violon est un instrument.
. Le vice est un crime.
En route un accident est arrivé & Mme. Earhart.
New-York est un grand port.

YRS

Somn

Form II. DircTtaTION

Directions: The following words are spelled exactly like the English. Le, la and
P (the article) mean the. Number a separate sheet of paper, £nd opposite the
proper numbers write the words dictated.
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(@) ©
1. la rose 1. le courage
2. la page 2. le prison
3. Ia cigarette 3. le camp
4. 1a date 4, le compliment
5. Ia cage 5. le boulevard
6. la minute 6. le vase
7. la dame 7. le continent
8. la fortune 8. le sport
9. la machine 9. le monument
10. la solitude 10. le port
11. la route 11. le champion
12. la statue 12. le crime
13. 1a nation 13. le fruit
14. la cause 14. le train
15. la table 15. le concert
®) @
1. I'avenue 1. horrible
2. I'importance 2. long
3. I'accident 3. fragile
4. 'ambition 4. intelligent
5. 'automobile 5. rare
6. 'accent 6. terrible
7. Vair %. excellent
8. l'altitude 8. certain
9. I’encouragement 9. absent
10. I'importation 10. central
11. I'action 11, adorable
12. Yorange 12. brave
13. P’animal 13. impossible
14. 'impatience 14. cruel
15. 'engagement 15. distinct

Form III. WRITTEN*

Directions: Number a separate sheet of paper, and opposite the proper numbers
answer the questions which I shall dictate in French. Choose your answers from

the list of words at the right. “Qui’’ means who, “Qu'est-ce qui” and *Quel”
mean what, and “OY’’ means where.

1. Qui regarde la grammaire?
2. Qu'est-ce qui est utile?

a. 3 New-York
b. président

3. Qui commence 'e concert? c. Shakespeare
4. Ol est 1a France? d. dictateur

* The pupils should be directed to choose the answers from the columr to the
right, which may be written on the board. In this case, the answers will consist
only of the responses given in the list. The subsequent repetition of the exercise

in written form may serve as a reading preparatory exercise to weld the aural
images to their graphic symbols.
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5. Qui parle francais? ¢. le musicien
6. Qui participe aux sports? f. le professeur
; 7. Quel animal est cruel? g. en Californie
| 8. Qui est Roosevelt? h. lelion
9, Qui est dans la jungle? ¢. la machine
10. Qui est Mussolini? - J. Tidex *
11, O est le statue de la Liberté? k. Vexplorateur }
3 g 12. Oi est Sacramento? l. le soldat i
i 13. Qui est dans le camp? m. en Europe b
14. Qui est champion de tennis? . 1. le Francais
15. Qui est Pauteur de “Roméo et Juliette’’? o

. les athldtes 1

f Form IV. MarcEING—ORAL AND WRITTEN

Directions: Number a separate sheet of paper and opposite the proper numbers, 1
write the following senterces in full in French, from dictation substituting for the
3 X whatever information, as found in the column to the right, is needed to make
the senterces complete and true.

1. La machine est X.
2. La statue de la Liberté & New-York est X.
. 3. Admiral Byrd est un fameux X.
1 4. Sacramento est 1a X de la Californie.
5. L’animal est dans 1a X,
6. Mme. Johnson va dans 12 X pour ses bétes.
;' 7. Les X adorent Jeanne d’Arec.
8. Les athltes participent aux X.

. 9. L’avenue est X.
10. Les Américains admirent le X de MacArthur.
11. L’éléphant est un X.
: 12. Le zinc est un X.
] 13. Le vice est un X,
3 14. Shirley Temple est X. . Francais
3 15. Stanford est une X en Californie. . jungle

The list of answer-words may be written on the board. In any case, a review of
the pronunciation of the words should precede the exercise.

e A St .

. utile

crime

courage

université 1

. adorable ,f
métal -

animal

. longue

. explorateur X

. fameuse ;

. capitale ]

. cage

. sports

AN AL

ook jued  fuod fued  jued  jued
NP OO OO U DN

ForM V. CoMPREHENSION—ORAL OR WRITTEN

Directions: Number a separate sheet of paper, and opposite the proper number
answer the questions below in complete sentences in French. For example:
Qui est président? Rooseveli est présidenl. Use only words that are spelled
exactly alike in French and English. (To the right is a column of suggested words

W ———— i

Rk | bttt

4 ' that may be written on the board.) .

Suggested List
. 1. Qui est président? 1. le tennis ]
) 2. Quel animal est cruel? 2. l'orange i
: 3. Qui est le dictateur en Italie? 8. Mussolini

4, Qui est 'auteur de “Roméo et Juliette”? 4. le concert
5. Qui est intelligent? 5. Roosevelt

e —
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6. Quel fruit est sur la table? 6. Einstein

7. Qu'est-ce qui est long? 7. le lion

8. Quelle fleur est dans le vase? 8. Shakespeare

9. Quel automobile est populaire? 9. l'animal
10. Quel est le sport du champion Tilden? 10. Shirley Temple
11. Qui est adorable? 11. le train

12. Qu’est-ce qui commence? 12. le Ford

13. Quelle ration participe aux sports? 13. 1a prison

14. Qu’est-ce qui est horrible? 14. 1a France

15. 1a rose

15. Qu'est-ce qui est dans unc cage?

OBSERVATION QUESTIONS: SUMMARY OF UNIT

many words are spelled so nearly alike in English and
these words from the French? Did the French borrow
French and the English (or Americans) borrow them

1. Why is it that so
French? Did we borrow
them from us? Did both the

from sorae third language?
2. From your knowledge of history,

took place?
3. Mention any 0

French.

4. Do you know any local family names that look or sound as if they might be
French? How many can you find right in your own class or school? In your own
community? Can you guess what some of the names mean?

AURAL COMPREHENSION EXERCISES FOR BEGINNERS
IN SPANISH

can you tell when or why this borrowing

ther words that have come to us from, or by way of, the

Parr I. TRUE-FALSE

Directions: Reply to the statements (which I shall read in Spanish) with S5,

sefiorita, if they are {rue and with No, sefiorita, if they are Jalse.
A

1, Clark Gable jnventé el automévil.
¢, México es una monarqufa.

3. Octubre es un animal.

4. La perla es una fruta.

5. El mosquito es una ross.

6. El tigre es un insecto.

7. Lindbergh es presidente.

8. La gasolina es g6lida.

9. Bob Jones es un piano.
10. Roosevelt es gobernador de Colorado.

B

1. El presidente del Canads4 es Roosevelt.
2. La capital de Colorado es Denver.

3. Ford inventé el radio.
4. El teléfono es de adobe.
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5. El cigarro es de gasolina.

6. La violeta y la rosa son flores.

7. Asia es un animal. :

8. Lincoln fué un héroe. b

9. El té ¢s una fruta.
10. El elefante es un animal. :

1. El tomate es un drama.

2. China es parte de América.

3. El coyote es un animal doméstico 1
4. El tabaco es una planta. {
5 )
6

s | R W

. Asia es parte de Africa.
. Henry Ford es un indio. ]
7. El chocolate s un lquido. -
8. Lindbergh es un aviador.
9. Europa es un continente.
10. El duque de Windsor es un barro.

D

P; 1. El metal es liquidc :
2. Se cultiva el té en China. ;;}
3. El coyote es un animal feroz.
4. Rémeo y Julieta son montafias.
5. Hay plantas en el parque.
6. El profesor de la clase es John Brown.
7. Hollywood est4 en California.
8. “Gone with the Wind” es una novela popular. i
9. Chicago es una planta. )
10. Jeannette MacDonald inventé el piano.

E

AP
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3 , 1. El Jap6n es parte de América.

- 2. Un famoso actor es Robert Taylor.

3. La capital de los Estados ‘Unidos es San Francisco.
4. El automé6vil més popular es el Ford. 1
5. El teléfono y el telegrama se usan para la comunicaci6n. )

6. El cigarro es producto del tabaco. .

7. Asia es un animal. :

8. El rfo Misisipf pasa por la parte central de Norte América.
] 9. Lincoln fué asesinado.

3 10. El campe6n de golf es William Powell.

E e

TR

. Parr II. DicTATION ]
3 A
Directions: The following words are spelled exs.ctly alike in English and Spanish.

4 Eland la (the articles) mean the. Numbera separate sheet of paper in a column to l
the left, and opposite the proper numbers write the following words from dictation.
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i» 1. el actor 15. el conductor 28. el portal
§ 2. el adobe 16. el diploma, 29. ol altar
! 3. el alcohol 17. el drama 30. la fiesta
: 4, el favor 18. el finel 31. 1a idea
5. el animal 19. el coyote 32. el ideal .
6. 1a capital 20. el humor 33. el hotel
7. el gas 21. el herror 34. el aroma 3
8. el color 22, el interior 35. el metal 3
9. el manual 23. el material 36. la labor
10. el motor 24. el negro 37. el cable
$ 11. el plan 25. el rodeo 38. el teiror
{12, el radio 26. el chocolate 39. el cristal
; 13. el rival 27. el doctor 40. el tutor
14. el social \
B 3
The following words all end in -i6n (with an accent over the 6): ‘
1. la religién 5. la diversién :
2. la opinién 6. la unién |
\ 3. la decisién 7. la divisién
4, la invasién 8. la extensién
4 ‘ j‘ c
| The following words are spelled with a single s instead of with a double s (ss):
‘3 1. el profesor 4, el confesor
] 2. posible 5. colosal
3. imposible 6. el posesor
D

Directions: The following words have accent marks, otherwise they are spelled
exactly as in English. Write the accent mark (') over the letter (g, ¢ 1, 0, %)
which you hear emphasized or stressed most strongly when the words are pro-

nounced.
A 1. el ¢6nsul 7. la peninsula
! 2. amén 8. el créter
3. el mormdén 9. la 6pera
4, el salrén 10. el ment
5. el sermé6n 11, el dlamo
6. el sofd 12. México
4

Uses and Abuses of Phonetics.—After the ears of the students have
become sensitized to the general sound patterns of the language, and a
certain amount of esprit de corps, devoid of tension or self-conscious-
ness, has been developed in the. class, the students are ready to begin
‘ the development of independent ability in pronunciation—to the
3 extent, at least, of being able to pronounce all but exceptional words

PO SV
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at sight without the constant prompting of the teacher or of ile
phonetic symbol. Those who have worked with the phonetic method
are aware that this ability is not necessarily developed through work
with phonetic symbols or transcription exercises per se; for in itself
no phonetic symbol is, for a beginner, anything more than a peculiar
form of letter—sometimes more misleading than helpful. The
phonetic symbol z, for example, tells the beginning high-school or
college student nothing about the sound for which it stands, nor how
to produce it. He is, indeed, likely to confuse the symbol with the
alphabetical z: Whatever sound he associates with a symbol such
as ¢, &, f, 0, etc., will have to be learned either from a descriptive
explanation of it in a textbook, or from the teacker. No matter how
detailed and scientifically accurate the explanation in physiological
and acoustic terms, the way the student thinks it sounds when he
hears it pronounced by the teacher is destined ultimately to determine
the way he will pronounce it himself. That is why even graduate
students in French (after having completed specialized courses in
French pronunciation and phonetics) will in their practice teaching at
times pronounce the word plume in such a way as to astonish both
their class and supervising teacher: i.e., plum instead of plym—even
though they have no difficulty in writing the word in phonetic script!

Again, it is quite possible for a student to learn to pronounce
acceptably any phonetically transcribed word without gaining much
in the way of independent ability to pronounce a new term, however,
true to phonetic law, when presented in ordinary script. Although
phonetic symbols often facilitate the learning of pronunciation for
those who dlready know them, they do not necessarily simplify pro-
nunciation in the case of pupils who do not. Even after the beginner
has learned to pronounce the o and 2 correctly, he is still dependent
upon some kind of rule or explanation if he is to know whether the
o in rose, etc., should be pronounced o or 2. These limitations of
phonetic seript account for the extensive rules given in many texts
for the occurrence of these sounds in ordinary print.

The chief difficulty inherent in the use of phonetic symbols with
beginners who do not already know them lies in their tendency more
often to encumber the learning process with an extraneous script than
to simplify pronunciation. To teach a foreign language in terms
of symbols that to the student are as foreign as the language itself,
and later to describe the language in terms of a grammatical nomen-
clature equelly foreign to most adolescents, is to frustrate the beginner
with extraneous mechanics to such an extent that he may not only
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PERSPECTIVE ON THE TEACHING OF PRONUNCIATION 69

lose sight of the language itself, but give up hope of ever learning to
use it. So much time can be consumed in explaining the meaning of
symbols or explanations, that abundant vractice, under guidance, in
emulation of correct models, without any explanations at all, would
probably yield more functional results with less mental fatigue. The
validity of any method or device is its effectiveness in achievingresults
with & minimum expenditure of time and energy, and its psychological
effect upon the student: Does it actually facilitate or complicate mat~
ters in his mind? Tt is possible so to overburden work in pronunciation
at the start with rules, extraneous symbolism, and overcorrection
that the psychological effect becomes one of apathetic resignation,
gelf-consciousness, or complete frustration, rather than a constructive
sense of progress toward a satisfying goal. The apathy often mani-
fested by unselected classes toward detailed treatments of technical
aspects of language (an apathy frequently encountered in large groups
interested primarily in language as a means of communication rather
than as an entity in itself) suggests the advisability of attacking the
problem of pronunciation at the elementary and intermediate levels
more concretely and directly, with a minimum of abstract verbal
detail, except for such observations as the students themselves, under
guidance, may be able to formulate in their own words from direct
experience in using the language.

With the aid of a few simple devices, comprehensible at 2 glance
even to junior-high-school pupils, it is possible to classify the principal
phonemes in almost any language according to their phonetic cate-
gories, and give at the same time a simple and concrete indication of
the normal circumstances in which the sounds can be expected to
occur.! The charts on pages 60-65 present s résumé of the basic
phonemes in Italian, French, Spanish, and German in their normal
orthographic settings. The purpose of the charts is to help beginners
learn to pronounce the foreign language directly in terms of its normal
orthography rather than indirectly in terms of an artificial script.
Although the phonetic symbol can be given & place, as in the French
charts, the chief emphasis is jmmediately upon the sound groups as
they occur in ordinary context—to the extent, in fact, that all reference
to the phonetic characters can be postponed indefinitely or omitted
entirely without destroying the utility of the materials. Those who

1 Walter V. Kaulfers and Dante P. Lembi, *An Inductive Approach to Italian
Pronunciation,” Italica, Vol. XVII, pp. 150-157, December, 1940, Walter V.
Kaulfers, “Précis of French Pronunciation for Beginners,” The French Review, Vol.
X1, pp. 235-242, January, 1938.
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disagree with the nomenclature or the groupings of the phonemes can
readily rearrange the charts to suit their preferences. The aim here
is to illusirate an alternate avenue of approach, not to advertise any
particular norm of pronunciation.

For purposes of classwork it is convenient to copy parts of the
chart on the board, or to have the entire chart reproduced on a roller
curtain, which can be pulled down at any time in exactly the same way
as a roller type wall map. The procedure may then follow somewhat
the following order:

1. Preliminary recitation in emulation of the instruction by the
class as a whole and by individual students, of examples illustrative ;
of the sound under discussion. (Examples to be selected by the
teacher.)

2. Recitation of the orthographic groups illustrating the meost
common spelling of the sound group in question.

3. Deduction by the class, under the teacher’s guidance (usually
by means of suggestive leadmg questlons), of the principles governing
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the occurrence of the sound. :
4, Orga.mzatlon of these principles into generahzatlons by the ] .
students in their own words, and notation of these observations for g ;
subsequent reference and review. 3 % :
5. Learning of the orthographic groups that 1llustrate the spelling }i

3

and normal occurrences of the sound in question, and memorization
of one or more typical examples suggested by the instructor.
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Précis of Italian Pronunciation for Beginners

TavorLA FoNeTICA

Pronounce as in the i e ‘a ) u

English word: machine | they father | potato | lunatic
1. k (silent) hi he ha ho hu i
2. chest (c)ei (c)ce (c)cia (c)cio (c)ciu g
3. card chi che ca co cu
4. gentle (®)gi (2)ge (®)gia | (g)gio | (g)giu
5. go : ghi ghe ga go gu
6. million gli glie glia glio gliu
7. onion gni gne gna gno gnu
8. nose Asi* Ase Asa Aso Asu
9. 2ce sif se sa ) su v
10. conscious sci sce scia scio sciu
11, lets (z)z1 (z)ze (z)za (z)z0 (z)zu

* A stands for any vowel (g, ¢, , 0, u).
1 Usual sound of s when not between vowels.
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ILLusTRATIVE WORDS

1. H (silent) 2. Chest 3. Card 4. Gentle
1. ho 1. cibo 1. buchi 1. gita
2. hanno 2. cima 2. chimico 2. pagina
3. hai 3. cena 3. anche 3. gente
4. ha 4, dolce 4. poche 4. genero
5. ahi 5. acacia 5. casa 5. giardino
6. ciarla 6. carta 6. grigia
7. gancio 7. come 7. gioco
8. bacio 8. parco 8. giorno
9. ciuco 9. Cuba 9. giusto
10. ciuffo 10. cura 10. giurare
5. Go 6. Million 7. Onion 9. See
1. aghi 1. egli 1. ogni 1. signora
2. lunghi 2. aghi 2. pugni 2. Sicilia
3. righe 3. foglie 3. lavagne 3. seta
4. seghe 4. moglie 4. montagne 4, sera
5. riga 5. paglia 5. vigna 5. santo
6. gamba 6. pigliare 6. cagna 6. salame
7. gola 7. figlio 7. legno 7. so
8. regola, 8. meglio 8. segno 8. sole
9. gusto 9, gigh 9. ognuno 9. sugo
10. laguna 10. voglie 10. regnare 10. subito
8. Nose 10. Conscious 11, Lets
1. uso 1. fasci 1. zio
2. vaso 2. usci 2. azione
3. rosa 3. scena 3. stanze
4, frase 4. scelto 4. ragazze
5. viso 5. lasciare 5. decenza
6. esame 6. sciarpa 6. fidanza
7. prosa 7. liscio 7. terze
8. tesoro 8. sciolto 8. marzo
9. caso 9. asciugare 9. zuppa
10. causa 10. sciupare 10. zucca

It is perhaps superfluous to mention that the foregoing procedures
are not all employed during a single lesson. They represent several
types of approach applicable in the teaching of a given unit. As in
other fields involving the development of psychophysical skills, brief
practice periods daily (averaging about ten minutes in the case of
young students) are preferable to longer periods at intermittent

intervals.

For variety in classwork, it may be desirable at times—especially
in review lessons—to convert the procedure into a form of game. To
this end, one student may be designated as “pitcher” and another as
“batter.”” The former pronounces any orthographic combination,
and the latter repeats it end identifies it on the board or wall chart.
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Précis of French Pronunciation for Beginners
Cearr I. Prficis rE PRONONCIATION: LEs VOYBLLES

stands for a vowel (s, ¢, i, O, u)

stands for any consonant .

stands for a consonant different from any coming directly in front of it, or for & consonant thatis pronounced.
mesns when at the end of a word

- means when at the beginning of a word

means when within G W

tends to pronounce them
asrily obsoured by descriptive analyses avoiding all reference to contrasts with the vernacular.

Normal Open Nasl Mixed
1. i ¢ t+ v 13. ¥y 4 -ue
i e _.ille  -itie - (eu-: avoir)
smagination®
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