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PREFACE

This volume of papers supplements the final report of the President's
Commission on Foreign Language and International Studies, Strength Through
Wisdom: A Critique of U.,S. Capability. The final report sought to be
relatively brief and to concentrate on directions for future action. Its
aim was to reflect rather than recapitulate the array of studies and
counsel which constituted much of the foundation for its recommendations.

The Commission's recommendations also were the product of many other
sources and activities: the extraordinarily rich and diverse experience
of Commission members and the educational process which tocok place within
the Commission during its one-year mandate; the presentations to the
Commission at its six regional hearings and at the numerous other meetings
and conferences in which Commission members participated throughout the
country, and the views communicated to the€ Commission orally or on paper
by hundreds of interested individuals and organizations. Commission staff
logged the written communications sent to it so that this important part
of the Commission's work can be accessible in the future. The regional
hearings and meetings of the Commission were either transcribed or sum-
marized and hence are also part of the public recor9~of its work.

The papers in this volume were written for thé Commission at its re~-
quest or with its encouragement They were chosen to provide a wide-
ranging coverage of the many topics of concern to the Commission. Although
they do not purport to preseat a complete '"state of the art" on foreign
language and international studies, they should nevertheless clarify many
of the needs and problems in this field as of 1979. To this extent it is
hoped that they will provide additional guidance for future efforts as
well as add to the literature in this important field.

One study specifically commissioned by the President's Commission
is not included in this volume as it was published separately by the.
contracting organization, the Rand Corporation: Foreign Language and
International Studies Specialists: The Marketplace and National Policy.
Persons wishing copies of this study should write directly to the Rand
Corporation, Santa Monica.

The views expressed in the papers published in this volume are those
of the authors. It should therefore not be inferred that they represent
the views of the President's Commission.

James A. Perkins
Chairman
November 1979
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"

PERSONAL. STATEMENT TO THE PRESIDENT'S COMMISSION ON FOREIGN LANGUAGE AND
INTERNATIONAL STUDIES

' Betty Bullard, Commission Member

PERSPECTIVE

I. Introduction

The Unf;ed States lies today under a serious mandate. She must break
out of her myopic insularity, awaken from her recent brief period of lethargy,
and come to grips with the totality of the world in which all mankind today
live. Specifically, she is asked to take decisive steps toward making our
natioral population more generally competent (1) in the use and comprehension
of foreign languages and (2) in the sounder ‘and more sympathetic understanding
of foreign cultures. The purpose of this mandate is ultimately to improve
communication and understanding in what 1is properly described as an increasingly
interdependent world. In the words of the Charter establishing the President's
Commission on Foreign Language and International Studies:

"The Final Act of . . . the Helsinki Accord obligates all signatories,
including the United States of America, to encourage the study of foreign
languages and civilizations as an important means of expanding communication
among peoples for their better acquaiitance with the culture of each country,
as well as for the strengthening of international cooperation.

The United States Commission on Security and Cooperation in Europe
adopted a resolution asking the President to appoint a special 'Commission to
make recommendations to the President and the Congress on how to strengthen
and improve language and drea studies in the United States' and, thus, reverse
the treEs’in the United States of declining general interes: and competence
in same.

Our Commission's special task is delineated in a list of functions spelled
out in the Charter. I should like to direct attention to the second of these
Futictions. It calls for the Commission to "recommend ways to extend the know-
ledge of other civilizations to the broadest pnpulation base possible and to
build these topics into the general curricula for students cf all ages at all
levels of study throughout the nation."

-As a specialist in international education in schools ranging from the
kindergarten through Grade 12, and with particular personal interest in Asia,
I am concerned that our Commission permit nothing to distract it from respon-
8ibly fulfilling all its requisite functions. I rerard it as incumbent upon
the Commission to explore and finally recommend to the President and Congress
significant and promising means of increasing our population's cultural aware-
ness of other peoples of the world, commencing at the earliest levels of
public and private institutional instruction and coantinuing though the colle-
giate level aud beyond.

1 O
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II. International Edycation in the Past

2

A pedagogical observation is in order at this point. Uniess students are
diligently and progressively prepared in a step-by-step fashion for ''globe-
wide perspective,” it is not practicable suddenly to impose such a perspective
upon them fn college or later, no matter how splendid college and university
programs in global studies may be or become. We must be reminded that inter-
national education is cumulative; it is a building process. It is not enough
that students be given substantive, cognitive learning about other cultures;
these must be accompanied by attitudinal changes of a radical sort. Only thus,
it seems to me, will it be possible for the United States to overcome its
present seeming self-centeredness and provincialism,

For over one hundred years there has been some form of teaching about
people outside America's geographical borders in both elementary and secondary
schools. All of us have traced the storied Nile to its source while learning

"that Egypt is her gracious gift. We have memorized the Plantagenet kings and

sung about the Alps.

Events of the 1960's, however, changed all that. The Soviet launching of

_"Sputnik' had set USA on her ear. The immediate change in the schools wat

seen in both approach and content selection. Foreign language study was given
a temporary impetus, but it was overshadowed by a tremendous new thrust in

the study of the natural sciences. We are all familiar with the post-Sputnik
educational projects and their impact on general education. So much had to do
with hardware: money poured into language-learning labs--some now abandoned

and lying unused, fancy equipment such as overhead projectors, tape recorders,
and similar devices "which can only be used for languages." But at the same
time there was beginning to be an emphasis on competency in speech as well as

in structure, and ¢ultural environment became more important ag an instructional
frame.

In the area of the social sciences, some very far-reaching national pro-
jects were undertaken, although no national curriculum was ever developed:

A. For perhaps the first time, university professors joined minds with
educators involved with pre-college instruction to produce substantive, ef-
fective materials for teaching about other cultures. This was done through
expensive national projects.

B. A somewhat subtle shift took place in emphasis from teaching facts as
ends-in-themselves to teaching processes of inductive and deductive thinking
whereby school pupils became aware of attitudes, moral choices, and similar
intangibles.

C. Of particuiar importance was the stress laid on achieving a greater
talance of representation of world areas in the curriculum. When most of us
try to recall what we were taught about human cultures from kindergarten
through Grade 12, we remember only United States history, the history of our
own home state, and what was lumped into a bag known as "World" history,
namely European, emphatically Western, culture commencing at Mesopotamia and
the Nile Valley. Suddenly, out of the 1960's, sprang Africa, Asia, Latin
America, and Canada. Only an uneasy peace has obtained since then.

7
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As the years moved into the 1970's, foreign area studies in the pre-
college grades, having hit a temporary high, began to show decline. This
diminishing trend appears to have come about because of generally inadequate
teacher background, unfamiliai.., with new teaching techniques, professional
insecurity, a paucity of support from authorities in policy-making positions,
and some initial difficulty with identifying appropriate textbooks and sup-
Plementary instructional materials. As these problems accumulated, priori-
ties became rearranged and the momentum previously attained began to slow
down. The toll was taken.

An important lesson contained in this decline would appear to be that

‘those efforts undértaken were directed "from above'", so to speak, and failed -
' to relate to the actual desires of local communities.

During the past six to eight years, efforts have been made to stem the
tide. Alternate approaches have regularly made their appearance on the inter-
national scene, generating debate among advocates of 'transnational", "inter-
cultural”, "multinational", "international, "transcultural", and “global"
perspectives. :

I1f one takes a close look at the past twenty years in U.S. primary and
secondary education, one sees a persistent factor recurring with sufficient
frequency to call attention to itself. This is a staunch dedication and
purposefulness on the part of a strong few to have an international dimension

. in both formal and non-formal education which will produce a general public
.having basic international literacy. This commendable persistence needs

reinforcement and encouragement. It is the foundation upon which viable
new plans can be erected. We have come a long way, but we have a long way
yet to go.

I11. The Present Situation

Current trends in American education as related to international perspec-
tives provide some. grounds f r encouragement. At the same time obstacles to
progress remain. Let us examine the obstacles first.

The most serious problem is lack of "concern' or 'responsibility" for
international education at administrative levels on the part of organizational
personnel who, by virtue of their authority, are the logical ones to promote
such educational emphasis. Everywhere one hears that international education
is "not a priority concern."

In general there has been a pulling-in of budgets reducing the purchases
of instructional materials. Added to this is a nation-wide trend to 'return
to the basics" in education. Everywhere people are clamoring for the "three
R's" while demanding competency~based testing and national assessment/account-

- ability. Immediate relevance of schooling is demanded by taxpayers who are

likely to regard funds spent on instruction about "foreigners" as a misappro-
priation of taxpayers' hard-earned dollars.

Another serious obstacle relates to the preparation of the teaching force.
There is an extremely widespread and continuing weakness in the background of
teachers apparently crinpling their ability to teach anything of significance

1
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that is international or global. There are good reasons for the state of:
affairs embodied in traditional emphasis on other priorities and jammed
certification requirements. .

There is a high percentage of turnover in the ranks of teachers. As
good teachers of international studies are promoted, they are cogponly
replaced by teachers lacking adequate international background to carry omn
the good work of their predecessors.

"An acute problem is the severe overcrowding of the schools' curricula,

- - There-are 50 many ‘speciil emphases and "add-ons" in the curriculum that

‘!’ere is literally no time left for anything else. Pressures are brought to
ear on the school curriculum--such components as career education, citizen-
ship training, and free-enterprise economies. The "Right to Read" is another
emphasis. What is squeezed out in the process is international, intercultural
education--the very subject the President’'s Commission is mandated to expand.

The picture is clouded by those who want to play the "word game". When
anyone advocates international education, quarreling over the terms used
arises. Whether one uses intercultural, transnational, multicultural, or
global, it all adds up to the same thing: our main search is for relation-
ships with other peoples. v '

In the all-important matter of funding, schools find themselves today ~\
in a fluctuating situation. The latter years of the 1960's and the early
years of the '70's saw private foundations giving large amd visible support
to international education. Now support is spotty. National Endowments
and Foundations have offered sustained funding resources, and there are
notable private organizations which are providing aid of tremendous importance.
Among these are The Asia Society, The Foreign Policy Association, and a host
of others. (See Elmendorf, Helping Americans Learn About the World: A Study
of Private~Sector Activities, I.C.A., and the U.S.0.E. Internatioanl Education
Directories for extensive identification.) These organizations help out where
the main purpose 1s to be of assistance to the educational establishment to
strengthen the international component in the curriculum.

Professional organizations such as the Council of Chief State School
Officers, the National Council for the Social Studies, the National Education
Association, Modern Language Association, and the Association for Asian
Studies, express their concerns through the existence of committees on inter-
national or global studies or committees on teaching abnut other areas or
world topics.

Another trend, which is only moving at a slow and indefinite pace, is the
growing and gradually more widespread utilization of community resources and
teachers for instruction about others. An interesting and notable model for
this is the program of Intercultural Outreach sponsored by Warren Wilson
College in North Carolina. In this program students and teachers, who are
either foreigners thems-:lves or have expertise in a foreign culture, spend
two or three days at a community presenting assembly programs, foreign meals,
talks on substantive issues, and a mixture of instruction and entertainment

¢
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in the schools of the community to excite interest in the "outside" culture.
Much work needs to be done in extending this sort of 1ﬁtreach and improving
its effectiveness and focus. But it is a signif£icant“hew trend. . ’ o

There is increasing evidence of coopetatidﬁ among scholars of world -
areas and regionally focused disciplines, teacher-educators, state educatioﬁ&
departmepts, and teachers themselves. Such cooperation materially benefits
the professional development of teachers and makes possible the designing

» of more effective and useful materials for practical classroom instruction.

Xt 0 As alluded -to above“thosa~who~arewdirect1y-1nvolved~w1th-inEernaeienal
: education find today an imbroglio among the professionals over semantics.

. Subtle-differences in the definitions of such termg as global, international,
intercultural, and the like, have tended to divide educators into camps with
efforts on the part of some to claim superiority for their point of view
over others. Four terms, in particular, have led to inordinate discussion
among the experts, but are of special relevance for the work of our Commission.

A. Global: Here is a space—-age word resulting from views nf earth
from outer space. It is tending to replace "world," "international,"” or ~
"universal," and according tc the experts, connotes transcendence of inter-
national politics while stressing human inter-relatedness on one planet,
earth, which is viewed as a "life-support system." . -

B. International: This term is used to designate relationships existing
among separdate, independent entities--nation-states--rather than the unifying
inter-relatedness of all humankind as individual persons.

C. World-Mindedness: Usually applied to the general concern of
Americans toward other nations or peoples of the world, coming into use during,
and as a product of the issues raised by, the Second World War.

D. Intercultural: Here is a term originating in the work of social
scientists and humanist scholars stressing the sociological, anthiopological,
and cultural relatedness of people generally.

* A trend that reflects an importaat continuing neced is foreign travel
for both students and teachers. Of particular importance is student/teacher
exchanges through established organizations. But equally effective are
isolated, "seat-of-the-pants" operations which grow out of an individual P
teacher's exparience. ‘

Another trend is the concerted effort to orient those in school policy-
making and decision-making capacities to the value to citizenship of an
international dimension in education. Here.is a challenge that needs constant
and unrelenting thrust.

More and unore the publishers of the textbooks and the media-producers appear
to be trying to reflect with greater accuracy and realism other societies and
their concerns. This consciousness-raising has been given impetus by recent
studies conducted by The Asia Society, the Middle-East Association, the Latin
American Studies Association, and the African-American Institute.
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A matte? -of urgent concern #s the resistance to learning about other

.peoples on the.part of students themselves. Scholars who have attempted to

analyze this resistance see it as a fourfold problem. It involves cognitive,
attitudinal, pérsonal, and communication barriers. Naturally individuals

~ differ, so these four-obstacles to the attainment of giobal perspective within

the individual aré not expected to be equally dist,ibuted. But they do exist
and it is imperative that steps be taken to overcome them if we are’/to move
our whole American population towards greater global—consciousnese/

rs

~ IV, Strategies For Change ' ' *\\

"~ In terms of the school curriculum below the college level, we have
reached the limit for "add-ons" and infusions. The road to improved educa-
tion is strewn with good ideas that did not take the factgof a curriculum's
limit into consideration. Career education is a good example. Metric educa-
tion is also a good exezmple, but for another reason: going metric is a good

' idea, and public' instruction to prepare for it was well planned and coordinated,

but it seriously failed to develop a public advocacy and base of support.  The
implication is clear: .partial, piecemeal remodelling of the curriculum for
kindergarten through Grade 12 does not work.

Therefore, to make it possible for American children to have the opportunity
to learn those skills, attitudes, and subject—contents necessary ko be effective

‘citizens as this country continues to develop and interact within the globel
‘context, major surgery is called for.

4
A. What is needed is a total restructuring of the curriculum,

Not since 1889 has there beeff a complete overhaul of the curriculum of

‘America's public schools. In that year a report of the American Historical

Association's Committee of Seven delineated substantially the basic outline
of the rocial studies curriculum that is taught--much augmented--in our
schools today. I belleve it should be the recomuwendation of our Commission:

(1) That the President, in concert.éith the Secretary of Education,
appoint a National Task Force on The Restructuring of the Public School

Curriculum.

(2) That the Task Force heavily involve the professional associations,
whether disciplinary, subject oriented, or pedagogical. Scholars, specialists
of all sorts, writers of textbooks, professional educators and administrators
must all work tcgether on the project.

(3) That the Task Force recommend to the States a total reorganization
of the curriculum for Grades K through 12.

(4) That the American Association of Colleges of Teacher Education, Na-
tional Committee on the Accreditation of Teacher Education, National Education
Association, American Federation of Teachers, American Council of Teachers of
Foreign Languages, Association of Childhood Education International, Associa-
tion for Supervision and Curriculum Development, and other professional groups
concerned with teacher training and certification draw up, in light of The
Report of The Task Force, a Plan to reorder teacher-certification requirements
and a program of teacher-education:- Far more substantive and experiential .
learning (beyond gghe walls of a classroom) must be made requisite for the

. certification of teachers.

'1
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a 'f" - (5) That national and regional school accreditation groups revise their R
o ' guidelines and criteria in light of the recosmendations of the above groups.

(6) That federal'funds}be invested in ten major school/teacher-~training
sites throughout the couptry.’ The sites are to be selected By the National
. Task Force from among nominations put forwdrd by State education agencies and
teacher-training institutions. At these ten sites three years will be devoted
to model:building, analysis, and revision. '

(7) That during the three-year model building period, consistent and
imaginative use of the media will be brought to bear in an effort to inform
==~ the public and develop a base of public support for the change. ' e

A (8) That extensive and sustaining federally-matched State funds be put
into the implementation of the curriculum restructuring project for a period-
— of no less than ten years. Inl!tially the Federal funding would account for
the largest portion of financial underwriting, but the Federal input would
. diminish as the states assume an increasing share of the costs on a planned o
ST scaleo e
It is anticipated that the change will take fifteen years from its in-
ception to effect. . In the meantime, other steps are needed to inch forward
%the status quo.

B. Coincidental to the restruc;dring process, private, state, and federal
funds should be made available for responsible research, longitudinal and
otherwise, conducted by educational psychologists and similar specialists and
organizations to ascertain what is being done to chilgren when teaching them
about other cultural orientationg, patterns of thought, and other culture-
ordering of priorities. Such questions as the following should be explored:

At what levels of maturity are specific skills and attitudes best taught?
Through what means should what sort of foundation be constructed before a

pupil completes high school?

¥

The minimum result should be a base for internationally productive )
adult citizenship, even if the citizen gets no more personally involved in
international concerns than the TV, newspaper, canned fish, or the ballot box.

.. C. Reinterpretation of existing federal legislation to include and give some
priority to foreign languages and international studies. Some of the areas
needing legislative reinterpretation include program regulations for Elementary
and Secondary Education Act Titles IV and V, Teacher Centers, Right to Read,
Career Education, and Vdcational Education. And these represent but a small
sample.

D. In pockets all over the country there exist models of scholar/educator
cooperation. Some outreach operations of foreign area centers are outstanding.
These models can be extended and multiplied through larger area workshops and
cooperative travel opportunities designed to establish realizations of mutual
need and respect. In the same vein, travel and exchange opportunities should
be more strongly supported and encouraged in local school districts as well

as in broader areas. Such opportunities are indispensable for clothing global
themes with life and reality.

L )
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New designs for the professional development of teacher, both pre-
service -and in-service, need thought and actualization. The new Teacher
Centers should be an integral part .of this.

E. The P.T.A.'s, the national educational organizations and organizations
representing international and special area interests should mount a major .
effort to create popular demand and recognition thereof by media sources.

They should insist on larger international dimensions in prograwming and
reporting, from comics, to soaps, to talk-shows, to masterpieces, to news

items. and beyond.

The entire focus of The President's Commission is important. But it
is through the Commission's bcldness and decisive action in the realm of
elementary and secondary education that the genius of the assignment will be
demonstrated. There has never been a national body constituted by the President
of the Unitad States which has had as one of its major focusas to study and
recommend far greater awareness and competency in international studies in pre-
collegiate education. The Commiii;:n must make the most of this opportunity.

-
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FOREIGN LANGUAGES IN THE AMERICAN SCHOOL

S. Frederick Starr
Keynan Institute for Advanced Russian Studies
The Wilson Center

At the present| moment some 3,800,000 American students in middle and
high schools are studying foreign languages. This figure is five times
greater than the number of college and university students of foreign
languages. To train these millions cf pupils, approximately 70,000 teachers
are offeriag courses on modern foreign languages at middle and high schools -~
over twice the number of post-secondary school foreign language teachers.

These figures alone indicate that the teaching of foreign languages at

the pre-university level is a large-scale activity involving practically
every school system in the fifty states. Though far smaller in scale than the
teaching of English, mathematics, and science, foreign language teaching is by
no means a frill to be taken seriously only when the "basic' courses are
solidly in place. By virtue of its scale alone, to say nothing of other measures
the teaching of foreign languages at the school level must command the attention
of anyone seriously interested in the problem of languages in American life.

Notwithstanding the scale of the enterprise, pre-university language
education has been neglected by the schools themselves and all but ignored
by university-level educators and public officials concerned with the subject.
This traditional neglect was enshrined and even legitimated in the National
Defense Education Act of 1958, the authors of which assumed that the central
locus of language teaching in America should be at the university level.

. While the NPEA Aid not entirely neglect America's schools, it did attempt
to build a national structure of international studies from the roof down.
while the great vitality of Aserica's universities in the 1950's may have
rendered plausible sucli an approach, the "trickle-down effect" was more limited
than it was hoped. The attempt failed. As a result, the structure of foreign
language teaching and international studies in the United States still lacks
a proper fouudation in the schools. . Until it acquires ome, the superstructure
of advanced training and research will anever have the soundness and permanence
that is now so urgently called for.

A STATISTICAL OVERVIEW

A major impediment to the improvement of foreign language teaching at
the pre-university level has been the inadequacy of data on the subject.
Recently, the American Council on &ho Teaching of Foreign Languages and the
Modern Language Association have moved to remwedy this problem, through the
periodic com,ilation of data on enrollments. This information, for which

oy
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the profession is-deeply indebted-to the initiative of C. Edward Scebold
and Richard I. Brod, 1s of immense importance in alerting the country to
the critical situation that now exists. The following overview 13 based
largely upon their statistics, and upon such other data as I have been able
to assemble. Together, these sources reinforce the well-known plcture of
decline in language study at the pre-university level.

Before turning to the extent of that decline, it is well tuv stress that
there exists no past golden age to which today's advocates of modern language
teaching can aspire. In 1890 the percentage of American high school studeiuts
studying modern foreign languages was about 16. Of this group, fully two-
thirds were studying German, with most of the remainder studying French.
Virtually all other modern foreign’ languages were neglected in the schools.

Looking backward, one. might have thought that the last decades before
the "Guns of August" in 1914 might have witnessed declines in enrollment.
For example, the enormous immigration from Eastern Europe might have called
forth assimilationist sentiments that would have been hostile to the study
of foreign languages. On the contrary, in precisely these years there was a
boom in the study of modern foreign languages that continue unabated down to
World War I.

In 1915, thirty-six percent of American students at the pre-university
level were studying modern foreign languages. This figure has never been
reached since. Following the First World War, however, a long decline set
in. By the mid-1950's, enrollments were down from 36 to 20%. By 1960, . /
under the first impact of Sputnik, it had risen from 20 to 23%, and to 24%
by 1965. Stuted differently, the measurable inpact of Sputnik on pre-university
language study in the United States was not more than 202 of the pre-Sputnik
total - an insignificant figure in terms of the small base as of the 1950's.

By 1970, enrollments in modern language courses had declined from 24 to
23% of annual enrollments. By 1974 it had dropped to 18%. While precise
figures on 1978 are not yet at hand, one may safely assume that they do not ' .
exceed 15% - less than half of the percentage for 1915. e

The data upon which this overview 1s based are so gross as to obscure
many significant developments. Taking a closer view, one finds that the
-actual situation is far more grim than data on overall enrollments would
suggest.

It need scarcely be mentioned that the cost of teaching modern foreign
languages i1s borne largely by local and state tax levies. The U.S. Office
of Education plays no more role in this area than it does in other aspects
of statewide education, as mandated by the Constitution. Hence, the )
progress of foreign language teaching is dependent upon thousands of local -
decisions, and therefore subject to immense local variation.

To cite examples from the mid-1970's the range of enrollments extends
from Mississippl, where approximately 5% of students in grades 7-12 are
studying modern foreign languages, up to Connecticut, whege the corresponding
figure 1s 36%. Ohio stands at about 17%; Arizona at 21%, New Hampshire at
29%.
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If the absolute levels vary, so-does the impact of decline from region
to region, and not always in the direction one might expect. In the first
half of the 1970's, modern language study in Delaware's high schools dropped
38%, in Miasouri's by 32%, and in New Mexico's by 29%. By contraat, Con-
necticut's enrollments dropped by only 9% during the same period, and
Pennsylvania's by only 8%. Nebraska actvally increased its enrollments by
7% between 1970 and 1975; Arizona increased 26% and Georgia increased fully _
46%. It will be observed that these changes follow no clear regional pattern.

‘While it is true that enrollments in New England and the Mid-West have shown

clear strength,and that those in the 0ld South have not, the exceptions are at
least as dramatic as the generalizations.

Clearly, whatéVer sociological factors one may wish to invoke, they can-
not be considered absolute de-terminants of language policy. As Fred. M.
Hechinger of the New York Times has reminded the President's Commission on

‘Foreign Language and International Studies, the role of leadership in the

development of foreign language teaching is enormous.

Let us now view these same data from a slightly different vantage point.
Doubtless, th: figure of 18% of American students of grades 7-12 studying
any foreign language in the Mid-1970's is in itself cause for concern. But
this figure still exaggerates the modest strengths that exist.

In the first place, those studying modern foreign languages in the late
19th and early 20th centuries benefited from prior study of Latin. In 1905,
fully 51% of American high school students were studying Latin. Today the
figure is 1%¥. This means that 49% of American students who once brought to
the study of modern foreign languages the experience of their exposure to a
highly structured classical tongue can not do so today. It is difficult to
overestimate the value of this lost resource.

In the second place, the figures cited earlier exaggerate the strength of
the present situation because they represent only gross enrollments. They
cover everything from introductory. courses in the 7th grade through.sixth-
level courses for high school seniors. The overwhelming majority of these
students studying Spanish, French, German, and Russian are in first or second
year programs. Stated differently, approximately 60%Z of Americans studying
these same languages are concentrated in the first year alone.

Attrition is enormous. The most common experience for American _
students of modern foreign languages is to endure the most difficult and least
rewarding phase of a program without gaining access to the natural rewards that
make such study tolerable. Most American students don't learn enough to
build upon later and in fact do not build upon what they learn. Quitting
after a year or two, their experience with modern foreign languages is marked by
understandable bitterness and frustration. Later, when such students find
themselves on local school boards they act upon this unsuccessful learning
experience, to the detriment of language programs.

Granted that real proficiency is not developed in the first two years,
what about the advanced levels? From the large number of students beginning
the study of Spanish in the United States, only 4% proceed to the fourth year.
Attrition in French is only half as great, but in German it is as great as for
Spanish.

s
1%



It is appealing to think that those students who enter upon the study of

. 8 foreign language because it is nesr to their own ethnic heritage would be

more likely to persist than would other students. Facts do not-bear this out.
The widely publicized boom in the study of Italian is_almost entirely con-
centrateu - in first and second year courses. The same must be said for Spanish
and other leading "ethnic' languages. Notwithstanding the supposed interest of
Polish—American in their linguistic heritage, the Modern Language Association
and American Council on the Teaching of Foreign Languages together were able

to locate 81 students in American high schools studying Polish beyond the second
year level. Whatever the benefits of ethnic studies programs, the ethunic move-
ment in the United States has not yet had a significant impact upon the quality
of education in modern foreign languages.

Concluding our review of the advanced levels of modern language study at
the American high school and middle school, let us translate data on attrition
into more comprehensive terms. If 1J% of all publlic school students in grades
7-12 are studying a modern foreign language in a given year, and if 90X of
those students are in the first or second year courses, then o'ly 1.8% of
American students are enrolled in courses-at the third year lex 21 or higher.

Let us grant that in any given class that figure might be higher, and let us
remember, too, that the figure represents a percentage of all secondary school
enrollments and not the number of graduates who have had any language experience.

Finally, ‘let us grant that the figure would be higher at most private schools

and at elite public schools. But the same figure in practically every other
advanced industrial nation would be c¢lose to 100%. Indead, many Third World
nations now boast similarly high percentages. Thus, the United States' neglect
of modern foreign language study in the schools is an absolute anomaly among
nations.

In our discussion so far we have grouped together all modern foreign
languages, without pauvsing co note the condition of any one of them. But
there is so little teaching of certain critical languages as to cause one to
question whether the United States will in the the future possess the requisite |
fund of linguistically comp:‘'ent citizens. Russian, which has a reasonable
claim to our attention, is being studied by only 3,500 public school pupils any
level beyond the second year. While 1,071 students are now studying fourth-year
at the pre-university level, the number for Japanese is fewer than 200. Notwith-
standing the intensification of Sino-American relations in recent months, there
were only 197 third-year high <chool students of Chinese in the mid-1970's.
Even if that figure were to be increased by 1,000%Z, it would be alarmingly low.

As if the picture conjured up by these data were not already sufficiently
grim, it must now be altered by three further considerations. First, all the
statistics cited above are measures of teaching, not of learning. It is an
unfortunate fact that the teaching of modern foreign languages in American schools
is frequently poor because teachers lack access to adequate training programs and
they have few opportunities to refresh their skills once acquired.

Second, the overall picture must be adjusted because the data do not
take into account the steady -process of erosion in language skill.,. As some
are learning, others are forgetting. If one takes French or Japanese
during his freshman and sophmore year of high school, he can count on forgetting
most of it by graduation.
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Third, the statistical overview must be adjusted downward to take into
account thv further slippage that has occurred batween the surveys of

1974-5 and 1978. Whether or not the situation has "bottomed out' as some

people claim, the last three years have certainly seen a continuation of -
the general downward trend that has prevailed since 1915.
s

VHAT CAN BE DONE? -

Faced with the situation described above, one could reascnably conclude
that the best solution would be to wipe the slate clean and begin anew.
Some propose that American education make a fresh start with foreign languages
by teaching them in grade schools. Others propose that renewed efforts be
made at the university and post-graduate levels. '

Reasonable arguments can be made in behalf of each of these proposals.
Yet to adopt so radical a-vemedy would be to deny the elemental strengths
that do exist in our middle and high school language programs. First, as
has been noted, there are scme 70,000 teachers in place, their salaries in
most cases being line items in school budgets. By contrast, no such cadre
of modern language teachers exists in the primary schools.

Second, notwithstanding the general decline in the teaching of modern
foreign languages, certain less commonly taught languages have actually
experienced an increase in high school enrollments. Thus, both Japanese and
Chinese enrollments have grown in recent years, though, regrettably, secondary
school enrollments in Russian declined from 23,338 in 1970 to 17,115 in 1974.

Third, even amidst the general erosion of high school language rro-
grams, there has been a steady if modest advance at the middle-school level.

In light of these various assets, however modest they may be in comparison
with the liabilities, it would seem wise to seek means of building upon them.

Various specific proposals are readily at hand. One that deserves
attention is to create adequate means for training and re-training high
school language teachers. This could be accomplished by activating certain
neglected sections of the National Defense Education Act or by new legislation,
if necessary. Funds could be made available to selected universities that
provide such programs on a state-wide basis.

A second proposal that has been much discussed recently is to establish
a few interq‘tional high schools around the United States where languages
could be taught with such effectiveness as to demonstrate the possibility of
success to doubting teachers, parents, and administrators. Again, the establish-
ment of such institutions couid be encouraged through existing programs for
"magnet schools" or through fresh legislation.

Still another proposal that has much to recommend it involves the com-
pilation of adequate data on language competence. In the fields of math and
English, national data on the acquisition of competence are collected
annually. The public announcement of these data constitutes a kind of thermometer
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of those iields, reminding the public cohstahtly of the state of health prevail-

ing in them. If we had analogous data.on the acquisition of foreign language
competence in American schools we would, for the first time, have a rigorous
means -of evaluating our progress and of setting realistic goals.

Numerous such proposals exist. Since the President's Commissior on

.  fForeign Language and International Studies was created to assemble and eval~

uate them, it would be Premature to dwell upon them here in a greater detail.
Suffice it to say that the situation is even more serious than the depressing
statistics issued by the American Council on the Teaching of Foreigr Languages
and the Modern Language Association might suggest. Various practica. if limited
steps can and should be taken to improve the situation. At the same time, the
fate of foreign language study in American schools in the twentieth century calls

for a truly bold initiative--a-dramatic and long-term commitment to measures that\

have not heretofore been considered possible. This is surely what Congressman
Paul Simon had in mind when he proposed that the President's Commission be
established, and what President Carter expected when he charged the Commission

with making .funddmental recommendations regarding the devélopment of programs =~

in foreigu languages and international studies.

~d
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HIGH SCHOOLS FOR FOREIGN
LANGUAGE AND INTERNATIONAL STUDIES:
AN INTERAGENCY PAPER

~ Esther Lipshy
International Communication Agency

The future prosperity and even indepéndence of the United States may,
we.l rest on our ability to interact with the world in ways that are viewed
by others as being equitable and reasonable. Both for our own benefit and
as the ultimate courtesy, we must be prepared to deal with foreign political,
intellectual, business and other leaders in their own languages. We must.
understand their cultures so as to better appreciate the objectives, values,
and attitudes that underlie our mutual dealings.

We can no longer interact with the rest of the world through a handful

-- of scholars, specialists 4n-the -Foreigt Sérvice and the international business

community, relying on interpreters and translators for other undertakings.

In the decades ahead, the United States will need ever increasing numbers
of professional and technical people in a wide variety of fields able fo deal
effectively and substantively with another culture, possessing fluency in lan-
guage skills.

The following propcsal is a modest and reasonably low-cost approach to the
development of a core group of such people within the United States.

&~

I. THE CONCEPT

The President's Commission on Foreign Language and International Studies
was initiated in response to the very marked decline in both interest and
financial support for language and cultural studies in almost every sector-—
national and local, public and private. This downward spiral lias been gener-

.ated by decreasing levels of educational support,l by less funding from the

foundations, and by declining foreign language enrollments in high schools and
colleges. What is needed is a concept with broad appeal, which will turn this
cycle around to prepare people who can cope with a world in which the fate

“of the United States will be tightly interwoven with that of other countries.’

To prepare us to meet these needs, the natural constituency for such a concept
must be found in the local community itself.

The concept ¢f high schools for foreign languages and international
studies is a modest and reasonable proposal to address these needs. Not only
would ‘these schools stimulate parent and student interest and facilitate lan-
guage teaching opportunities, but they could also create a new example of how
a public school can best concentrate its resources in an innovative way. Such
schools would enroll and challenge bright and motivated students.

lror instance, federal money for retraining teachers for language teaching has

all but dried up since the mid '60's. In addition, no new funds have been
allowed to compensate for inflationary factors, such as in the Fulbright scholar-
ship program. ~

15
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.. have already been developed in.a.few places- for intensive study in the major
-European cultures and languages, but there is a growing recognition of the
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High schools for foreign language and international studies can and

need for more knowledge of non-Western languages and cultures. Less commonly
studied world languages and cultures, such as Japanese, Arabic, Chinese or
Russian, should be encouraged in the proposed high schools.2 - : R

The curriculum of such a secondary school would place special emphasis
on foreign languages and international studies, though all normally required
courses would algo be offered. The objective would be to give graduates a
mastery of a second language (other than the one spoken at home) so that
eventually the language skill could be paired with professional training to
meet the growing need for foreign language proficiency in professional fields:
international trade, journalism, banking, and management consulting.

The major foreign language studied by students in these high schools
would also be used as the medium of instruction for generally required sub-
jects as soon as feasible, thus integrating mastery of the language into the
entire curriculum. Students should also gain a beginning knowledge (two
years minimum) of a third language, for graduation. Moreover, special purpose
"foreign language' high schools would provide strong concentration of resources
in not only languages, but also in the international aspects of history, soci-
ology, anthropology, music, art, and literature. In short, the mastery of a
foreign language would be a tool for the intellectual exploration of other
cultures.

Admission to the high schools should be based at the outset solely on

motivation, demonstrated by application for admission and a willingness to

assume the burdens of time and travel to the special facility. Indeed, the .
extremely low absenteeism rates at other special purpose high schools show
that student motivation is a major factor in ‘their success. If aptitude
testing or other criteria appear needed after the program is-in operation
for a few years, they could, at the discretion of the local school district,
be introduced. At the outset a first come, first served approach should be
tried. Because language learning appears not to correlate directly with
general intelligence scores, self-selection may work best until more expe-
rience is gained.

Special purpose high schools are not a new concept. Successful examples
now in operatiorn include the three science high schools and one performing
arts school in New.York City, the Boston Latin School, or the high schools
for art, music, performing arts or design in Washington, D.C. and Cincinnati.
Several European countries have established such language and international
schools: the Russian "Internat" schools and certain German Gymnasia which
offer intensive courses in language and area studies.

The experience of some of these special purpose schools speaks to the
viability amrd attractiveness of special purpose education. Uniformly, one

2"'Uncommon languages such as Chinese, Japanese and Arabic still make up 1%
of public secondary school (foreign language) enrollments (10% college)
although they are spoken by more than 80% of the world's population.”
(American Council on the Teaching of Foreign Languages)
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dance rates,3 extraordinary levels of parent support and involvement,® success-
ful college entrance. for almost all students,3 and professional distinction

on the part of their graduates. Not surprisingly, these schools tend to
attract the best teachers.

II. WHY FEDERAL SUPPORT AT THE HIGH SCHOOL LEVEL? — e

National Need

That we live in an interdependent world is self-evident. This direction
can only accelerata, intensifying the country's need for academic, profes-
sional and political .eaders who can understand, interpret and communicate
accurately with people of other natioms.

14
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While we cannot specify the exact number of such experts that will be
required, such people are going to be increasingly essential. More and more,
‘government, business and professional leaders will require experts who combine
foreign language mastery, with specialized knowledge of other societies.

Cost-Benefit - Greatest at the High School Level T,

" - A closely targeted approach to producing this expertise which achieves

the most efficient use of resources calls for an investment in pre-collegiate
foreign language teaching, probably at the high school level. Focus on that
level is likely to receive community (and home) support, has the greatest
potential for reversing the downward trend of language enrollments, and could
catalyze renewed attentions and financial support.for teacher traijuing in

the language field. Language learning requires significant study time at the
outset. Once the basics are mastered, the skill can be reinforced and extended

- with fewer hours of study. It is more cost-effective to establish this base

at the pre-collegiate level than at the mere costly collegiate.

High School Bekins the Process

The decline in the study of foreign language and area studies is evident
throughout our educational system.

4

3The School for International Studie: at Hillcrest High School in New York

City reports an attendance rate of 86%.

4gseveral of the Special purpose schools have very successful international
food festivals in which parents, students, and faculty all participate.

5Brook1yn Tech finds 98% of their students go on to college; Boston Latin,
New York's High School for Music and Art, and Bronx Science also report .
similar figures.

61n 1968, 27% of public school 7th through 12th grades were studying a foreign
language; this dropped to about 17% in 1976, with the largest declines in
German (12%), French (10%), and Russian (33%). More than 20% of public
secondary schools offer no- foreign language courses, and relatively few offer
instruction past the second year. No statistics are available on private
schools. (Statistics from American Council on the Teaching of Foreign
Languages (ACTFL) and the Modern Language Association (MLA)).
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The “trickle down'" theory--hoping that funds spent at the post-graduate level
return dividends at the college level and then high school level--has not
worked.’7 It funds basic language and culture learning at the costliest point
in the educational process. Needed instead i1s a high concentration of targeted
resources in an intensive time frame at a level in the educational system
which 1s less costly and more effective educationally than the post-secondary.

Some experience leans toward attacking the problem where language learn-
ing is most felicitous--in elementary grades where students are least self-
conscious and there is least chance of developing faulty accents and grammat-
ical patterns. Financial constraints, however, at least in the short-run,

~ mandate concentrating human and financial resources for intensive foreign

language teaching and hence involving that much smaller group of students
electing to enroll in the proposed high schools. By then, student interest

and motivation begin to be sorted out, and the Federal Government and school
systems can make a combined effort. Language and international studies high
schools would offer the most highly motivated students a chance to enroll in
intensive language and international studies curricula, where both funds and
teachers can be concentratéd in an efficient manner. While this modest pro-
gram will never be enough, it would assure that some students (more than now)
begin language and international studies in a serious way at the pre-collegiate

level.

The secondary schools presently suffer from mixed priorities (special
interests promoting driver, consumer, drug, etc. courses of study); teachers
struggling with large classes and behavior problems; and insufficient finan-
cial and administrative support. But it is at this educational level that
students typically have fewest competing financial and personal demands.

Many high schools are large enough to teach specialized languages, too costly
at the elementary level. Further, students entering college able to use a
foreign language as a tool, can ease some of the burden on the university

for this costly basic teaching. With advanced language skill, a student can
begin area/international college study at a more sophisticated level.

« Community Level Support is Inherent

High schools are part of a local community network--social, political,
business and home. They are highly visible--an integral part of community
structure. Focusing a local high school on foreign language and international
cultures can stimulate attention and insight on the diverse racial, religious,
ethnic, and cultural elements present in the local community. These high
schools could coordinate existing community international education activity,
through such groups as Sister Cities, COSERV, .IVIS. Because citizens involved
in these activities would welcome this new international component, local
groups committed to international education would become yet more involved in
it. Gradually, as such community support strengthens, the shift to local
financial support is likely to be a natural transition and should become
a condition of federal support; thereby affirming that local and state agencies
play the central role in educational change and hence are and must be attuned
to community needs and interests.

/The number of colleges requiring a foreign language for admission or gradua-
tion has dropped from 73% in 1967 to 53% in 1977 (MLA). MLA surveyed 500
collegds last year :ad found 4% indicated an upward trend in language require-
ments and 117 dropp' 4 or reduced requirements in the last year.
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Multiplier Effeét N

Special purpcse language high schools could develop as community centers

‘for other cultural, ethnic and international interests, and could produce

networks among such organizations. These schools could he -a focal point for
teacher exchanges, summer study abroad, and ethnic studies programs. Organ-
izations such as Youth for Understanding, the American Field Service, Sister
Cities, the Experiment in International Living, Peace Corps, Earthwatch, and

_others -could utilize their facilites and resources. Office of Education” pro-

grams in Global-Education, Group Projects Abroad, and teacher exchanges would
be natural tie-ins. The efficiént use of funds in a concentrated manner would
have a multiplier effect. Such concentrafion on cultural study in the secon-
dary curriculum could maximize the dollar investment for the whole community.

k

Broad Range of Students

One great strength of these schools is the broad base of potential students

-to be served. Though high quality and above average academic background are

stressed, equal access is essential. A significantly wide range of students
could be challenged, interest in international study would be tapped from
throughout the student population. The experience of other specialized high
schools affirms that high school subject specialization can be effective and
democratically oriented. (Their enrollment generally reflects the population
spectrum of the community at large.) High schools for foreign language and
international studies would testify to the applicability of specialized secon-
dary education in those fields. The proposed special high schools would allow
students whose first language is not English to build on their "home'" language
as a first language and to pursue English as their second language. - The
requirement for beginning level study of a third language should apply to all
students, whether English is their first or second language. Practical consi-
derations of staff and money, however, would necessarily restrict the curricu-
lum in individual schools to a few "home languages"” as a minimum number of
students and teachers would be needed for them (as for all courses). However,
the fact of giving academic credit to students to study their "home" language

-implies a respect for their heritage, thus enhancing their self-image and their

academic goals. It would encourage foreign language study more broadly by
socio/economic groups who tend not to aspire to go to colleége. . Y

For the highly motivated or high achievement student, a high school for
foreign language and international studies would allow him/her to obtain a
specialized skill at the pre-collegiate level. On entering college, the student
would be ready for in-depth study of other fields. Having acquired a fundamen-
tal language tool, the student could use the language to pursue the substantive
study of history, culture or literature.

Finally, these schools would provide early language training for future
professionals in a wide variety of fields. Such trained multi-cultural profes-
sionals would be a significant asset to the United States.

III. THE MECHANISM FOR ESTABLISHING HIGH SCHOOLS FOR FOREIGN LANGUAGE AND
INTERNATIONAL STUDIES ' .

_ To produce the personnel and funding for high schools for foreign language
and international studies will require a unique set ur federal, state and local
interactions.
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A. National committee to set general priorities and criteria

A national committée should be established to determine priorities and
- criteria for planning the system of foreign language and International studies
. high schools. In its planning the national committee should assure that
= - enough schools are set up so that a significant number of students are enrolled
" throughout the country. The national group should establish a priority listing
e every five years of the major languages that appear to be in short supply and
' of the less commonly .taught languages that will be needed in the years ahead
(e.g., Arabic, Chinese, Russian, etc.). The advisory committee should also
play a major role in a competitive selection process to determine which local
school districts receive federal funds to support the schools.

B. Fundingii A sliding scale

. In order-to assure local participation and financial support, funding
shoild be based on a sliding scale. Federal funds should be limited to a
6-year period: 1 year for planning and 5 years for operational costs --
after which all costs should be born by state and local authorities. An incen-
tive formula of state/federal matching would assure that only those school dis-
tricts with a strong commitment to the program objectives would apply to set
up one of the special purpose schools, a factor essential to success, as reported
in a 1978 Rand Corporation study of federal efforts to improve schools. This |
studp found that programs in which 100Z federal funding terminated, local sup-
port was not, forthcoming without prior community investment.

%)
A sliding scale of local/federal funding might be:

Federal §§g£g
1st year 100% (Plaﬁning)
2nd year 75% 25%
3rd year 66 2/3% 33 1/3%
4th year 56% 50%
5th year 25% | _ 75%_ a
6th year 10% 907%

A condition of federal funding might be to require the local school district to
continue the program for four years after the completion of the Federal grant.

C. Annual review

A multi-year grant, with annual reporting and review to the National
Committee, is recommended to assure program continuity as well as a method
for evaluation and flexibility. . As problems are’encountered, changes would be
implemented or adjustments made.
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D. National compatition o ' . Co. -

The potential benefits of this program to atudents, teachers and communi-

 ties are significant; therefore: a funding mechanism should allow for distri-

b;zion throughout the nation. A national competition of local school districts
inistered through state education agencies, would assure that no particular o

“;region or st.:.te is unduly favored. In this competition the state authorities

would select among school district proposals to submit to the national committee
fpr final selection, and would certify to their own commitment to such proposals.

Preference could be given to Standard Metropolitan Statistical Area (SMSA)
for funding in joint metropolitan areas (as is done for vocational .schools).

[

The Schools - Procedures and Operations

Procedures and operations could be patterned after the experience of already ,
existing special purpose high schools, and might be structured as follows: - ' e

1, Admission policies - initially based on atudent interésé and motivation.8

2. Teacher training - funding mechanisms should ensure sufficient ‘money
to train an adequate number of -teachers. Language and Area Centers funded by
NDEA Title VI might be required or requested to assist in the training. of
teachers and the:development of teaching materials for the selected high schools.

3. Equipment and materials - funding mechanisms should ensure sufficient
money for special equipment (language labs, films, tapes) or other resources A
and materials., This would include books and supplies needed for teaching and . c,
training. T

4, Additional costs9 - costs above normal operating levels (based on local
school district student/teacher ratios) for special purpose high schools could
be made available through other federal programs, such as NDEA Title VI, section
603, for citizen education which includes cultural understanding at the pre-
collegiate level.

5. Curriculum - the curriculum requirements established by state law
‘would set the minimum for graduation. The courses offered for language and
intarnational studies could be in addition to those requirements. Actually,
students can now graduate with close to five years of course work by utilizing
study halls, lunch periods, and individual research courses for special courses.
This curriculum could use that special time in a purposeful way.

8Admission preference might be given to those sudents who have demonstrated

ability and interest by beginning language study at the junior high level.

For the more difficult "uncommon" languages (i.e., Russian, Chinese), study
beginning at the junior high level would be a great advantage; preferential
admissions would be an incentive to early language study.

9special purpose schools need not be more costly. Several administrators of
special purpose schools report that ¢osts per capita are not more than other
schools in their district and even lower than vocational schools. This ?s
due to their ability to use their teachers and facilities to capacity, with
students in classes a full day.
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. 6. Enrollmant size ~ for ;urposes of greatest educational efficiehcy an
enrollment should be established which balances learning success and instruc-
tional costs. An essential aspect .of enrollments will be keeping language
classes small enougﬁ for effective learning.

IV. CAPITATION GRANTS - SUPPORI TC LANGUAGE DEPARIHENTS THROUGHOUT
' " LOCAL SCHOOL DISTRICTS . e -

,__,————

Ny

The Lansnage~and~inf‘rnational Studies High School will be a major asset

e

—— t0 the school districts that undertake the program. Some steps also need to

be taken to encourage language studies in regular high schools. The National
Committee might be empowered to pay directly to each teacher a small grant -

- (810 t» $25 per pupil) for all third and fourth year students engaged in lan-

guage study. - The moniey could be used as the class determines to buy educa-
tional materials (e.g., foreign language newspaper subscriptions) or have a
'bross-cultural experience (e.g., rent a foreign language film). By making
capitgtion grants available on a flexible basis for such enrichment activities,
advanced language studies would be encouraged throughout all school districts.

V. PRESIDENT'S COMMISSION ON FOREIGN LANGUAGE AND INTEKNATIONAT, STUDIES

This recommendation to the Commission for establishing special purpose
high schools is founded on the belief that new and innovative approaches are
needed to the teaching of foreign language and international utudies. The
objective of the proposal -8 to assure that a sufficient number of specialists
are being trained today to meet the increasing international needs of Americans
in the political, professionai and ac tdemic spheres in the future. The con- '
cept of a special purpose high school is sound; the need for a new approach
is glaring--statistics of decreasing enrollments confirm the trend away from

~ language specialties; the mechanism to set up such schools is uncomplicated--

already existing patterns of funding provide a blueprint; the resources are
available--community organizatiouns, education agencies and federal programs
have the knowledge and expertise tequired.

The Commission is urged to support this recommendation and bring attention

’ to this concept at the highest levels of Government.
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ETHNIC STUDIES AND INTERNATIONAL STUDIES:
INTERRELATIONSHIPS

John N. Hawkins
Assistant Professor, Graduate School of Education
University of California, Los Angeles

In this reyort some possible interrelationships between ethnic studies and
international studies will be explored. At the outset it should be recognized
that the suggestions and recommendations contained in this report are based on
the experiences of this writer in working with the four NDEA area studies centers
on the UCLA campus as well as with two of the ethnic studies centers (Asian-

. American, Chicano Studies).* In addition, a literature search was conducted
through the ERIC system yielding 83 citations on the interrelationships between
ethnic and international studies. These documents represent a secondary source
of information on this topic. It is not possible to go into a great deal of
depth regarding each of the various discussions containaed in the articles and
documents that were analyzed, rather, many of the points have been summarized
and synthesized. Finally, interviews were conducted with selected individuals
associated with the area studies centers and the ethnic studies centers, and
with selected individvals from other institutions. The concerns of participants
at the San Francisco hearings have also been incorporated where feasible.

\n

Background : . _ . .

o

It should be clearly recognized that ethnic studies and interng;ionalwstudies
represent two dis:rete entities. The literatyre on.-each of these fields as
separate community, academic, and research endeavors is enormous (in ERIC alone
the file for "ethnic" studies and "international" studies yields over 1,000
citations each for the period 1970-79). No attempt is made in this paper to do
justice to the breadth and scope of these arsas as separate fields of inquiry.

In. fact, it should be noted that there are many, in both international and ethpnic
studies, who would deny that there is, should be, or ever will be any reasonable
relationship between these two areas. However, here we are simply stating for the
record those aspects of boih programs where gsome cooperation is currently being
experienced and suggesting areas where more cooperation might be pursued in the
future. In order to place this discussion in some sort of context, it will‘be
necessary to briefly state the various goals and objectives for both ethnic
studies and international studies before moving on to examine the three areas

that have emerged as most promising for future interaction and cooperation (re-
lationship to schooling at the precollegiate level; collegiate level; the language
and, culture issue).

Tii2 emergence of ethnic studies during the past two decades was often
characterized by an environment of political struggle and hostility toward the
area by the educational establishment. Yet the fact is that many programs have
survived and today are viable components of higher education. What are some of
the reasons given to justify this field of inquiry; what are aome of the goals
and objectives? The list is quite long but here are some of the goals and

*A list of the centers contacted is appended.
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objectives that seem to emerge most ofteit~ One line of ressoning places the
emphasis first on providing an alternative educational experience to mimority
students} that will foster leadership training and develop critical thinking in
the contéxt of the student's own cultural and historjcal experience. Related

to this 18\a desire to improve communication capabilities and increase scholastic
" motivation. By engaging in a program of study that will improve the sélf-image
of the group in question, it is suggested that & more positive image will emerge -
~-in-the community as & whole. These goals are focused-on- the needs of a particular ...
ethnic group to foster its specific educational, social, and psychological needs.
Another view utilizes a more integrated approach with slightly different goals and
objectives. In this view the purpose of ethnic studies and/or multicultural
programs (here we gee 2 shift away from ethnic spécific concerns) is to explore
cultural and historical antecedents of ethnic groups in general for purposes of
expanding the notion of the "human family." The idea here is to demonstrate how
similarities transcend differences, how cultures are interdependent, and how we
must develop & value system of tolerance in order to avoid stereotyping different
groups and individuals. 1In this way, both the self-image of the individual
minority group and the majority group will be enhanced. ihis approach cuts
across ethnic boundaries and is often developad in an inteirdisciplinary.manner.
Both approaches are operationalized through programs of study, degrees, publica-
tions, community action activities, and research. '

' Similar goals and objectives can be found with respect to international or
area studies. While atea studies programs can be traced to a recognition that
the United States was unprepared with experts and generalists for most major regions
of the non-Western world there were also goals and objectives that transcended
national interest. It is generally recognized in the arena of international studies
that there is a need for both the area expert (a degree candidate similar to the
ethnic studies degree) and the genreralists (one who has had some exposure through
the curriculum with studies related to & non-Western culture, similar again to
students who have taken a few ethnic studies courses). Many if not most individuals
associated with area studies would agree that one fundamental goal of such programs
is to break out of an overemphasis on Western—oriented studies. This represents
a recognition that students need to develop a greater understanding of non-Western
societies, to expand understanding of other people, increase empathy, or in the
words of Robert Ward; to break down "mental segregation.' Area and international
studies can also be viewed as being relevant to today's world, providing a degree
of knowledge and understanding increasingly necessary in what some call the "global
village." International literacy is beginning to be recognized as a priority area
equal to mathematics and reading literacy. Again, these rather global goals and
objectives are expressed through formal study programs, publications, research and
community activities (termed "outreach" in this case).

——

The goals and objectives of ethnic studies and international studies as stated
above are not significantly different although the target audience differs in each
case. A major problem in developing cooperative relationships between these two
areas has been the lack of a commori philosophical base (at least as perceived by
many in _both fields of inquiry). Lacking this kind of understanding, many program
directors begin with the assumpt.on that the goals and objectives of each area
would also be mutually exclusive. Yet when engaging in a general discussion with
participants in each of these areas as to their overall goals, what emerges is a
set (albeit at a high level of generality) of goals that intersects in several areas.

“3
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-cd:éninly, there is enough "philosophical" overlsp to engage in some limited
cooperative ventures. What kinds of ventures are currently underway and what
might be developed in the future?

gﬂ' Relationship to schooling: Precollegiate level

At no ..we in the history of American education has there been a greater
: ~ emphasis plac. ' on infusing into the precollegiate curriculum concepts, materials,
. activities, and experiences related to the stydy of culture ag} cultural diversity.
i Roughly one~half of the states have mandated some form of multicultural education
. both for “‘teachers (pre and in-service) and students -(ethnic awareness courses,
multi~cultural curricular changes, "mankind" studies, etc.). Tescher education
institutions have also revised their curricula to include new course offerings on
‘education and cultural diversity, have hired specialist faculty, and have engaged
in a bewildering variety of "workshops" to sensitize teachers to the cultural
diversity they will f£find in the classroom. Of the many problems and criticism
voiced by those engaged in thaese activities, one recurring topic has to do with
the lack of reliable curricular materials dvailable ta the teacher and the lack
of understanding of the methodologies of culture learning. Another area has been
the need to effectively link ethnic/multi-cultural studies with the social science
curriculun, which more often than not focuses attention on world problems. Here,
it appears, is an area of inquiry almost naturally suited to a cooperative venture
between those concerned with ethnic studies and those area studies centers and
programs engaged in some sort of "outreach" activity. Two major research gdals
deserve attention here: 1) the development of more effective instruments for
measuring the impact of the study of culturally diverse groups, other societies,
and so on, on knowledge and attitudes of both teachers and students; and 2) the
need %0 strengthen teaching about™the cultural backgrounds of minority groups in
the urited States within the broader context of examining the contributinns of all
to the common cultural heritage of mankind. The first goal addresses the need to
provide & more articulate and convincing rationale for the introduction of inter-
national content course material in an already overcrowded curriculum. The second
goal recognizeées the recent emphasis on the need to provide a better fit between
U.S. related ethnic concerns.and the link to the "mother culture," as well as the
variety of intérgroup relations which occur on a worldwide scale. Both goals must
be pursued simultaneously in order to assure that teacher praeparation and instruc-
tional materials will help to extend the student's awareness of the world to include
the traditions hnd current problems of those people who are entaering more directly
into their lives, while at the same time avoiding the possibility of submerging
his own culture and values. One mechanism for achieving these goals could be a
three-way collaborative relatiogship between the area studies programs and special-
ists, ethnic stydies programs and specialists, and professional schools of educa-
tion to cooperatively assess materials, develop new materials, and assist in teacher
preparation. While the. area approach may be considered passe by some, experience
continues to demonstrate the viability of intelligently presenting teachers and
students with accurate and meaningful informution and experiences about regions
of the world within the context of the multicultural needs of American students.

What emerges from all of this is a recognition that individuals trained in
both ethnic studies and area studies have the opportunity to apply their skills
to improving curricular content and instruction in the nation's schools and that,

e
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indeed, many are now doing so. There is a very delicate relationship which must
be established between e-hnic studies, area/international studies and professional
schools of education. “his effort represents a fasc¢inating challenge to -those who
have dedicated their ct.reers to increasing knowledge of and attitudes toward
cultural diversity, other nations, and interdependency. Moreover, the legislative
and funding framework through multicultural” education and "outreach" (NDEA V1) is
already in existence.

\

Relationship to schooling: Collegiate level

At the collegiate level it is likely that both ethnic studies and area/inter-
national studies programs will continue to develop academic programs, community
activities, publications ‘and research that is specific to their own unique goals
and objectives. However, some administrative patterns are now beginning to emerge
in both ethnic studies programs and area studies programs that will allow coopera-
tive efforts in a few important areas. Increasingly, ethnic studies centers are
beginning to develop undergraduate and graduate (M.A.) degree programs. This move
(encouraged, for example, by funding from the Ford Foundation) is an effort to
respond to issues and problems identified over the past few years regarding the
future viability of ethnic studies programs in American higher education. Questions
have been raised in the following areas: what are viable career options/patterns
for graduates in ethnic:studies programs; what will be the relationship between
ethnic studies and the numerous multicultural and bilingual programs currently
being developed; is there a need for both an ethnic-specific approach and a problem
approach to intergroup relations; what about joint (or articulated) degree programs
between ethnic studies centers and professional schools; can ethnic studies centers
also become qualified R & D centers for problems related to policy and practice in
the intergroup arena?

With respect to many of these concerns, area studies programs have already
sought solutions, have gained a fair amount of experience, and may be able to offer
some viable models for ethnic studies centers to emulate. Career patterns for
degree candidates in area studies programs have long been of concern to professionals
in these fields. One innovative effort to confront this issue is the notion of
joint or articulated degree programs (at UCLA the Latin American Center for example,
has initiated such a program with several professional schools at the M.A. level).
In a program of this type students acquire the area-specific okills (in-depth
knowledge of a specific area and language) and combine these with a program of
study in a professional school. 1In the Graduate School of Education at UCLA for
example, students can be awarded a joint degree in curriculum and instruction with
a focus on Latin America. This combination opens up dual career optioms in the
field of Latin American Studies in general and in the area of curriculum development
at both the collegiate and precollegiate levels. It now appears that some ethnic
studies programs are also exploring the pogsibility of joint degrees. One of the
persistent criticisms of degree programs in ethnic studies is that it is a dead-end
curriculum. What does one do with a B.A. or M.A. in Asian-American Studies? The
joint degree based on the model of the area studies centers might be one solution
to this problem. A three-way ccoperative effort between area studies programs,
ethnic studies programs, and professional schools might result in some interesting
variations on this theme. Degree requirements could be integrated, courses jointly
developed and cross-listed, and a curriculum developed that would be academically
sound and problem-oriented.
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‘The arena of research and development offers another strong possibility for
positive collaboration between these 'two fislds of inquiry. Area studies centars
have long bsen identified with strong research programs, indeed some would argue
that they have beet overly research oriented. Nevertheless, it is also becoming
apparent that ethnic studies programs and centers are entering into research acti-

%34 vities, fund-raising efforts, and publications programs. While it remains true that
: many of these research efforts will Ba either area or ethnic specific there may be
Lo Just as many topics and issues that lend themselves to a collaborative effort. One

problem in the past has been & psychological (perhaps artificial) distinction
between area studies and ethnic studies. This division in perception seems to be
changing and the possibility of cooperstive:research activities between ethnic and
area studies centers is now very real. There are many examples but two will suffice
to illustrate this point. At UCLA there is currently a joint effort underway
between the’Asian-American Studies Center and the East Asian Studies Center to ».
research the impact that early Chinese immigration patterns had on regions in .
South China. The research will be conducted in China and has interesting implica- R
tions for Chinese studies as well as for the study of Chinese-Americans. Another '
_ Joint effort is in the planning stages between the Latin American Studies Centers
r and the Chicano Studies Center. The proposed topic is to study the border region
between the United States and Mexico. The range of possibilities here is very
large and covers urban, ecological, epidemiological and linguistic studies. This
type of project not only cuts across area and ethnic lines but may involve
individuals from various professional schools. It is an ideal example of the kind
of interdisciplinary and cooperative effort that can develop between ethnic, area
and professional studies. There are, of course, many other arenas of possible
collaboration: curricular innovations, funding of joint proposals, sponsoring
 academic projects such as colloquia, exchanges of key staff, and so on. Obviously,
the key to this kind of arrangement working is a mutual trust and respect for the
academic and administrative integrity of each of the centers. and programs. If
this can be established then the only lim{tation on cooperative ventures in o _—
teaching, research, and community activities is the imagination and creativity that
is applied to exploring these possibilities.

-

Finally, we might briefly make note of the issue of language and culture.
Area studies centers have a long history of promoting the importance of the relation-
ship between language learning and culture learning. The model most often followed
is to combine study of the history and culture of a specific region with in-depth
study of one or more of the appropriate languages. While the results of approach
are still debated, many area studies scholars would agree that the study of language
and culture are inextricably linked (a thorough analysis of this issue is available
from the USOE sponsored Kittamugundi Conference on Uncommonly Taught Languages). -
It is precisely this relationship, however, that is causing so much concern among
individuals in ethnic studies and multicultural/bilingual studies. One of the
more frequently heard discussions revolves around those who are language specialists
and are concerned with developing language competencies in bilingual programs,
and those who believe the study of language apart from culture is meaningless.
A recent conference I attended on bilingual/multicultural education literally
showed the division between these two groups as the language teachers sat on one
side of the room and the multicultural coordinators on the other. At the policy
level, particularly with respect to K~12 curriculum reform, the pressure is on
é:;;ieast‘in California and the Southwest) to integrate language and culture study.
¢ studies centers,. in collaboration with schools of education will have to
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respond positively. Here is another area where the expexiences and expertise of .
those in area studiss centers can be utilized to assist program developments among
sthnic studies centers. o '

Conclusion

The interrelationship between ethnic studies and international/area studies
is only beginning to emerge as a viable option. It should be stressed that this
is a two-way relationship, each assisting and enriching the other depending on
the particular issue being explored. From what has been said in the preceding
pages, four recommendations might be made to the Commission: ‘ '

1. Efforts should be mide to assist directors and program specialists
from ethnic and international/area studies to meet in a coopera-
tive and professional environment to discuss their own goals and -
objectives in order to identify those areas of overlap. This will
be a first step in eliminating the psychological distance between
these two fields and will also provide a forum for developing a
mutual philosophical base for future cooperation.

2. Ethnic and international/area studies programs are already having
an impact on curriculum, teacher education, and in-service teacher -
training at the precollegiate level (through multicultural and
outreach programs respectively). Incentives could be provided
that would enhance cooperation and collaboration where duplica~
tion of effort has been the norm.

4

. 3. At the collegiate level, international/area studies centers have
much to offer ethnic studies centers in the area of degree
development, undergraduate and graduate curriculum design, and
the notion of joint degrees: Again, a forum to mutually discuss
these problems would be desirable. Jointly funded research pro-
posals would be another aspect of cooperation at the collegiate
level. Current legislation for funding research in ethnic and
international/area studies might be reassessed with this idea
in mind. '

4. Finally, more positive steps need to be taken to address the
language and culture issue to assure that bilingual programs,
language instruction, and ethnic and area studies are somewhat .
integrated in approach and application. It seems we are working
at cross purposes, for example, when a teacher desiring training
in bilingual education, takes courses in a Spanish department,
finds the content irrelevant to the classroom situation, turns
to Chicano studies for assistance and finds they have little
contact with the Spanish department, and ends up in a Latin
American Studies outreach in-service class on history and culture.
This particular example is taken from a real experience and 1
have seen 1t repeated in the area of Asian-American studies.

o
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These recommendations are But-a few of the many that might be made. In my
opinion, they represent topics and iasues where interrelationships already exist
and can be made stronger and more positive. It ia a place to begin in an enter-
prise that holds great promise for the future. '

~,
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Afro-American Studies Center, UCLA - ,

Asian-Anerican Studies Center, UCLA

East Asian Studies Center, UCLA-USC

Latin American Studies Center, UCLA

Ethnic Studies Center, University of Hawaii

. List of Centers Contacted

- ~ClitcanoStudtes—Centery YOkh-——- e o

Von Grunebaum Center for Near Eastern Studies, UCLA

Chicane Studies Program, ., California State Univctaity. Long Beach

'Chicano Studias Progran. Loyola Mhtymount University

Chicano Studies Center, University of California.FSanta ‘Barbara

-

Asian-American Studies Center, University of California, Berkeley
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INDIANA LANGUAGE PROGRAM AND msamcron ‘FOREIGN LANGUAGE PROGRAM
Malvin J. Fox, CQnaultent, the Ford Foundation - -

LY

L .

The Indiana Language Program (ILP) and the: Washington Foreign Language
Program (WFLP) were efforts in the period 1962-1972 to improve foreign lan~-
. guage teaching at all levels on a statewide basis. They were both funded
7, almost entirely by the Ford Foundation. Other states demonstrated a deter- o
———-—-mination to- improve foreign language teaching in-that periocd. _ However,.none ... S N —
i wag as comprehensive, or as squarely centered in, and led by, the University : '
. or 8o well funded. _
'Backgrpund. Pre-1960. Theee interrelated programs exemplify the foreign
language teaching situation in the United States in the decade of 1960, both
: the chaotic growth of activity and attempts to bring order and articuletion
- into it. Thus they were as much directed at trying ‘to blueprint a coordinated
S approach to the expansion of foreign language study that was already taking:
' place at ‘different elémentary, secondary, and college levels, as they were to
. encouraging fundamental changes in the way foreign languages were taught or
the way teaching of them was organized. Indeed though the ILP proclaimed
that one of its objectives was "to bring about revolutionary changes," it was
forced by the complex pressures and institutional rigidities that affect
. efforts to change curriculum to devote most of its resources to trying to
strengthen and extend existing foreign language teaching activities, which
was the declared goal of the WFLP.

Though the successful Russian launching of Sputnik in 1957 is generally
regarded ‘as the dramatic turning point in public and Congressional concern
about the state of foreign 'language teaching, as it certainly was the event
T that set in motion concerns that led to the National Defense Education Act
' of 1958, there was increasing public concern about the teaching of foreign

languages throughout the 1950's that led to relatively massive increases in
the teaching of both modern world languages and certain of the less familiar
languages that gained prominence during World War II.

In 1966 Cornell University established the First Division of Modern '
Languages, to deal ‘with the teaching of foreign languages (and the science
and pedagogy of teaching foreign languages) separately from literature, and
appointed as director the head of the Army's intensive language program.*~

There was growing acceptance of the audiolingual method of teaching
foreign languages as it had been demonstrated with such dramatic effect under
the Army Specialist Language Training Program during the War, and at the
Division of Modern Languages. This placed emphasis on the priority importance
of the spoken language, rather than the written word thereby setting off doc-
trinal as well as pedagogical questions about the methodology of teaching and

*As with most of the landmark developments in this field during that period,
it was made possible by support from the Rockefeller Foundation.
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learning foraign langyages that have never been satisfactorily resolved.

For bne thing it created exaggerated expectations that could not be met
because five indispensable factors responsible for the success of the Army's
intensive method could not be replicated in secondary schools: sustained

- contact hours - up to 40 hours per week; concentration on language study to

the exclusion of other subjects; extremely small classes; carefully selected

_and highly motivated studénts; relatively unlimited funds.

The staggering expansion of language laboratories requived in the audio-
lingual method represents one of the most extraordinary transformations in .
the history of American education, justifying the increasing use of the the term
"audfolingual revolution." William Riley Parker reports* that there were 50

- ..-language laboratories-in-secondary schools in 1957 and- 2000 in 1961.. Use-of

languige laboratories greatly accelerated after 1960: the final report on

WFLP quotes the Assistant Superintendent of Public Instructiom for the state

of Washington as stating in 1966 that "where once we had six hundred language -
labs in the state, now there are seven thousand.' Indiana was one of the °
first uriversities to hold a conference (in 1959 in collaboration with Purdue)
on the language laboratory. The installation of language laboratories, in
turn, led to davelopment on a massive scale of tapes, recordings, and ancillary
listening and visual aids, and made necessary new instructional skills.

The Estes Park conference on The Role of Colleges and Universities in
International Understanding was convened by.the American Council of Education
in June 1949 with sponsarship and support from sixty-nine national educational’
organizations and three foundations. The report bf the conference commented
for the first time on the desirability of "state-wide cooperation among the’
colleges and universities...to insure the adequacy and economy of language
and area offerings..."** -It is germane to this paper to note that Charles E.
Odegaard, who was president of the University of Washington during the WFLP
was a member of the Steering Committee for the conference, and Howard Lee

Nostrand its Executive Secretary.*** James B. Conant was Chairman of the Execu-*

tive Committee for the conference, and Earl J. McGrath, the U.S..Commissioner
of Education an active ex officio member.

Television brought a new technology and methodology into the classroom.
The Midwest program of Airborne Television Imstruction (with Ford Foundation
support) started in the late 1950's experimental efforts to bring units of

-

*In the 3rd edition of The National Interest and Foreign Languages, William
Riley Parker, Department of State Publication 7324, September 1961.

**Carnegie Endowment for International Peace, Edward W. Hazen Foundation,

Social Science Foundation of the University of Denver.

#*#The Role of Colleges and Universities in International Understanding, Ed.

by Howard Lee Nostrand and Francis J. Brown, American Council on Education,
Washington, D.C. 1949.
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isproved foreign language tcaching 1nto selected classrooms in the midwestern -
states, including Indiana; indeed in 1959 the Ford Foundation made a grant to
- Indiana Uaiversity to assist in financing the prcparation of tclcviuion films
- for- the tuaching of foreign languages.

Tho ‘nationwide expansion of the Foreign Languages in the Elementary School
(FLES) Progran, which was at its height during the 1950's stirred irreconcilable
uncertainties and problems concerning such fundamental pedagogical questions
as purposes for teaching foreign languages (to gain proficiency or expand the
mind), the importance of sus“ained sequence of classes, difficulties of verti-
cal articulation between edutational levels, relation of foreign languages to
other school subjects and imcompatability of rote learning required by the
audiolingual method. to the more intellectualizing, rule-based process of other

subjects. o et i

State foreign language supervisors multiplied from three in 1958 (Georgia,
New Mexico, and New York) £o- 13 by 1960 (which may reflect reaction to Sputni®). -

The U.S. Office of Education, starting with Earl J. McGrath in 1952, and
greatly reinforced the following year by Oliver J. Caldwell, the Assistant
Commissioner, vigorously endorsed the importance of increasing foreign language
study in the schools, and in July 1956 appointed its first staff Specialist
1n Foreign Languages.¥*

, In June 1952, the Modern Language Assocliation of America (MLA) established
(with Rockefeller Foundation funding) a Foreign Language Program to gather data
nationally about the teaching of foreign languages to elementary and secondary
schpol children and the training of foreign language teachers, and, in the
process, to stir interest of both educators and scholars in the importance of
foreign language teaching.

This program began "to reverse trends that, in previous years, had eroded
the status of foreign languages in the eye of the public and in the schools"
and to specify "directions for new materials and new strategies that would
make foreign languages more productive for a wider range of students at all
levels.** This work led to establishment of the American Council on the Teach-
ing of Foreign Languages (ACTFL) in response to the growing realization of
needs teachers felt for a continuing national mechanism to eﬂplore general
professional problems beyond those that were the concern of the AAT's (i.e.,
the American Assuciation of Teachers of French, German, Spanish, etc.). The
Northeast Conference on the Teaching of Foreign Languages provided such an
annual forum starting in 1954.

Despite the greatly expanded need for foreign language teachers at all
levels and the demanding changes in concepts, methodology, and materials

*Parker, op. cit.

#*Foreign Language Study, Roger A. Pillet, University of Chicago Press, 1974.




ST B gl T T T T D S
VN A - . - - ~ & N .
e

34 .

(causing vhat oné: writcr has dcfinod as thc battered:teacher ayndrone) * very
‘ few colleges or universities provided training in foreign language teaching:
the qualifications required in most states before a teacher could obtain
certification as a foreign language teacher typically had to be obtained in
uniyersity modern language departments which focused on liteérature.

It was againgt this backgroun&;cf ferment, teacher uncertainties, unplanned

expansion, conflict of purposes as between elementary and seconday schools, and

secondary schodls and colleges and universities, that Indisna University at

the beginning of the 1960's and the University of Washington toward the middle
- of the decade undertook to establish at the University a center for mounting

a comprehensive statewide attack to improve and increase the teaching of

__foreign languages in the schools. -

Factors That Led to ILP and WFLP: The ILP and the WFLP had several fundamentml
background features in common - features that related to national, state, and
university posture toward the teaching of foreign languages. Following are

the major factors that led to the emergence of the two programs and 1aid strong

bases for their success._

- Post World War II concern about tie desultory level of student interest
and demand, and foreign language teaching resources in elementary and secondary
schools, was mounting nationally throughout the 1950"s. By 1957, when Sputnik
sparked a firestorm of activity designed to strengthen secondary school
instruction in mathematics, the sciences, and foreign languages, efforts to
improve and expand foreign language teaching in schools in Indiana and
Washington had been increasing. Professor William Riley Parker of Indiana
was a principle architect of the NDEA. One important result of his work at
the national level at MLA and in connection with the NDEA was a realization
that intensive, coordinated work on foreign language teaching within each state
was a precondition for effective national -improvement. Thus after returning

S to Indiana in the early 1960's he: headed a special task force that reviewed
the state of foreign language teaching throughout Indtana, and the type of
leadership the University could and should give to improve it. Parker's
comnittee drew up a ten-year program which became the basis of a request to
the Férd Foundation by President Herman B. Wells. There had been comparable
cogcern and development at the University of Washington under the leadership

of Professor Howard L. Nostjrand, who continues to work to implement the Estes
Park Recommendation, and who was closely linked with the MLA Foreign Language

Program, and, after 1962, with the example set by the ILP; Nostrand was a member

of a three-person out-of-state team that .evaluated the ILP in Fﬁbruary 1965,
seven months before the WFLP was launcheQ.

- In both universities there was university-wide\1nter-depaitmenthl
awareness of the problem and leadership from language specialists with
national reputations, as well as strong support from the office of the /

o -

*The Context of Foreign Language Teaching, by Leon Jacobovitz and Barbara
Gordon, Newbury House, 1974.

-
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" tion, but’ missionary zeal as well, . - > o D)

" Advisory Committees on Foreign Languages (in the State of Washington it was

President. Additidually, in both States the leadarship potentisl of the L

. university for implementation of long-range plans for improvement was recog-

nized and accepted by influential educators: e.g., since 1960 the University

of Washington had maintained'a Bureau of School Service and-Research which,

among other activities, convened an annual conference of high achool princi-

pals and counsellors; and Indiana had established Coordinators in selected .

subjects (to which foreign languages was added in.late 1961 in anticipation

of the ILP) to work in an advisory capacity with schooh; throughout the

State faced with the need to adopt new curricula in the natural and physical N
sciences and in mathematics. \

Both programs had stronglx_committed leadership which brought not only -
expert qualifications and experience to their planning and day-tdbday direc- . '

- Both .States were closely involved with natidnal professional bodies,
such as MLA, and the Northeast Conference on Foreign Language Teaching, and
the Adviscry Council on The Teaching of Foreign Language (ACTFL) that were
actively concerned with the problem. , .

- Both states had State supervisors of Foreign Language Inatruction and

a sub—-committee of the Advisory Committeé to Supervisor of State Department
of Public Instruction) in which university language specialists as well as
school and district administrators and teachers from public and private
high schools, junior and community colleges, and universities, participated.

2 “?"

~ The NDEA was getting into full swing by the time both programs were
launched providing strong reinforcement for the teachgr-training objectives
of the ILP and WFLP through summer institutes, support of training ‘conferencaes
and workshops, and support of research on the problems of teaching and learning

" of foreign languages. A principal goal of ,WFLP was to increase capacities

in the State to take fullest advantage of resources being made availabls by NDEA.

~ Both programs had ample funding that permitted use of almost any means
to promote program objectives through conferences,  incentive travel and study
grants, direct counselling, teacher training, publications.

Description of phe ILP and WFLP

The ILP and the WFLP shared similar objectives: to improve recruitment
and training of teachers of foreign languages; to improve and expand elementary
and secondary teaching of foreign languages; to strengthen university resources
for serving the needs of school systems and teachers, through direct counselling
of teachers and supervisors, through workshops and conferences, and advisory

- services at various levels; to write teaching materials for certain of the

less well-known languages (Japanese, Chinese, Norwegian and Russian in the case
of the WFLP; Chinese, Arabic, Japanese, Korean in the case of the ILP); to
develop long-term strategies for the improvement of teaching of foreign lan-
guages: there was agreement that the most important precondition for long-term
improvement of foreign language teaching was sustained sequencing that could

)

-
»
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languages and other subjects; to strengthen ties between state educational
‘organizations, and between state and national associations concerned with ‘-
foreign language tea hing. The WFLP was a‘sc interested in detfining lz-suage
proiiciency goals for high school, and developing competuncy and diagnostic
tests that could Le made part of the Whahinzton Pre~college Tcsting Program.”

The ILP expended grant fuuds totalling $1,046,354 over a period of elever

years, starting in March 1962. The WFLP expanded grant. funds totalling $684,502

over a pexiod of six years starting in Sthanber 1965.

The purpose of the ILP was to cstablioh a‘parvice operation* at .Indiana
University that would use every possible means to "complately change'#* foreign
language teaching at elemenfary, secohdary, college, and university levels '
throughout the state and so alter attitudes of the public toward foreign lan-
guages that by the end of a decade, i.e., "by 1972 moder.. foreign-langu.-ge
instruction with modern methods and objectives (would be available) in every
high school in Indiana, with an increasing number of schools offorlng four’
years of such instruction, and with every college boy or girl couus- led to
study foreign language, ancient or modern for as long as possible.'~ <% The
varied activities under the ILP were divided into pre~service and in-service
programs. Pre-service programs rglated to teaching by non full-time language
teachers (as in the case of elementary school teachers, or student teaching
interns), or to activities that were preparing teachers to become professional
language teachers.. The principai foci of the pre-sorvice program were the
FLES (Foreign Language in Elementary School) Program; Summer study programs .-
for high school honor students (continuing a program originally funded by
Carnegie Corporation and directed by a former staff member of thé& Foundation's
ITR Program); . incentivemtxnining_scholarahipa_ior poten:iii foreign language .
_teachers. —

// '

, In-service programs applied to-all activities related directly to instruc-
tional practices or content, -involving people employed as foreign language
teachers or as administrators, supervisors or other perscnnel professionaliy
concerned wiggdseh661 foreign language programs. In~service activities included
institutes; seminars, conferences and workshops in all parts of the state,
lasting from a few days, to 6 to 8 week summer programs for teachers. Some
were designed to deal with administrative and organizationel problems, some
related to individual foreign languages, some were regional within the state
often carried out in cooperation with other universities or educational
asgociations in Indiana, or in collaboration with national organizations like

*Under the guidance of the already established State Advisory Committee for
Foreign Language, and usifng the already established office of Coordinator
for Schcol Foreign Lunguages as the staging area within the University.

-

®40riginal proposal

*&%0Original proposal
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B the Amarican Council. on the Teaching of Foreign Languages (ACTFL). In-service B
o activities also provided summer travel scholarships to enable teachers to

undertake intensive language study abroad, development of special teaching

materials and instructional aids including how to use programmed instruction

and language laboratories.

The ILP had an extensive counselling program which provided direct assis-
tance to weaker schools, teaching demonstrations in strategically located areas
of the State; advisory assistance tc both teachers and supervisory personnel;
in an effort through direct contact, to build communication ties with all
foreign language teachers in the State, and to make appropriate personal contact
— - with those educational managers in the state who shape policy on foreign language

- teaching, including supervisors, administrators, members of Boards of Education,
curriculum planners, guidance personnel. .

The ILP conceived of its mission as educational in the broadest sense
with respect to teachers and sdministrators at all levels. and students. of all
ages, and therefore devoted considerable resources to a long list of publica-
tions that were distributed throughout the state, and, in some cases, nationally
(e.g., An Annotated Bibljography for .Integrated FLES Teaching Materials;
Foreign Language in Indiana; Language Laboratory Teaching; Translating Foreign
Languages into Careers; A Blueprint for Greater Foreign Language Teaching
Articulation.) ' In addition the ILP published two newsletters, Flesling, which
comprised three issues sent t. the 350 FLES personnel in Indiana in 1966-67;
and Dialog, sent from 5 to 8 times a year to over two thousand foreign lan-
guage teachers in elementary and secondary schools in Indiana as well as
college teachers.

Purpose of the WFLP. Whereas the ILP set out to achieve radical change in

- concepts, wethods and materials, the WFLP believed it could achieve its objec-
tives by working through existing instrumentalities and programs. Like the
ILP, the WFLP operated under a Board of Advisors which in the case of the
WFLP was made up of representatives from the University's Departments of Romance,
Slavic, Scandinavian, Germanic, and Asian Languages and Literature, Classics,
the College of Arts and Sciences, the College of Education, the Bureau of
School Services. Additionally, the Supervisor of Foreign Language Programs in
the Office of the State Superintendent of Public Instruction, and the Superin-
tendent of Schools, and the Coordinator of Foreign Languages for the Shoreline
District in Seattle were represented.

The WFLP used methods similar to ILP to carry out its purposes.

State, regional, and local conferences of administrators, counsellors,
teacher trainers and teachers concerned with teaching foreign languages, writing
new materials, or developing curricular strategies in the school systems and
community colleges were held for four general purposes; (a) to enable administra-
tors in the Office of Public Instruction and in other parts of the school system
to learn what teachers considered the priority problems and feasible remedies;
(b) to help teachers obtain perspective about the problems of other teachers
in other school districts, and in other parts of the nation; (c) to examine
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and discuss pedagogical problems and increase and gain sense of a common profes-
sional approach to them; (d) to enable the WFLP to learn about the trouble
spots, and the points and people of strength, in foreign language teaching in
the state, and create awareness about WFLP among those concerned with foreign
language teaching.

Eight demonstration clasges were organized to illustrate the feasibility
of introduciﬁg such rarely taught languages as Swedish, Japanese, Russian,
Chinese, and Norwegian at the secondary level, as well as to stimulate the
interest of the relevant ethnic groups in the state to study their cultural
heritage. New teaching materials were developed in Russian, Japanese, and
Chinese. Ten pilot classes were set up in different school districts for
the purpose of testing and assessing standard offerings in French, German,
Spanish, and Latin; three each in French, German, and Spanish (at the elemen-
tary and middle school levels), and one in Latin (for the secondary level) and
improving sequencing and articulation. The district agreed to plan four-year
sequences and the WFLP agreed to provide (a) 25% of a teacher's salary for
four years in each sequence provided the same teacher scayed with one group
of students for four years and (b) advice, guidance, and some materials. A
Coordinator for each language component in the pilot classes was appointed
‘from the appropriate language department at the University. These demonstra-
tions and pilot classes were considered by the managers of the program to be
the major WFLP effort relating to secondary schools.

As with the ILP, teacher training was an important focus both to increase
competence and improve motivation of language teachers through overseas travel,
research grants, opportunitier for observation of programs in other school
districts and other states, and testing innovative classroom use of videotape,
film, closed circuit television, or recording tapes.

Intercommunication with language associations in the state (e.g., the
Washington Association of Foreign Language Teachers, the Washington State
Council for FLES, the Council of Puget Sound Foreign Language Teachers) and in
the country as a whole (e.g., the American Council on the Teaching of Foreign
Languages and the Northeast Conference on the Teaching of Foreign Languages)
was an important goal. As with the ILP, certain of the WFLP conferences and
workshops were jointly carried out with national organizations.

Several special surveys were completed of teacher training in the State
and attitudes of foreign language teachers, of FLES programs in selected dis-
tricts, of enrollment statistics for the state for the period 1965-1971. 'In
addition surveys were carried out on the foreign language backgrounds and
attitudes of Principals in secondary schools in Washington, and of the course
assignments of foreign language teachers. A study was also made of the loss
of foreign language competency of college students.

Dissemination of information about foreign language teaching, was a priority
concern, and one of the most successful components of the WFLP. The Newsletter,
a monthly publication, became the second largest foreign language newsletcer
in the United States, reaching a circulation of 2500. In addition a number of
the proceedings of conferences resulted in publications, and textbooks resulted
from the work on demonstration and pilot classes.
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One component of the WFLP differed from ILP: proficlency testing. Two
programs were developed: (a) a pilot-class testing program attempted to define
levels of proficiency to be attained each year of the four-year sequences, and
to assess the effect of four years of continuous instruction with one teacher;
(b) a foreign language test was developed for the Washington Pre-College Testing
Program to be taken along with its mathematics and English tests by all college-
bound secondary school seniors. '

As 1n the case of ILP problems relating to horizontal irtegration of
foreign language courses, long-term sequencing of courses, and articulation
between various education levels proved to be the major concerns of the WFLP.

Assessment

Achievements. With respect to the language teaching improvement and
expansion goals of the two projects, the results were quite general and, more
recent history suggests, ephemeral. Indeed Ms. Lorraine Strasheim, who had
been director of ILP, and currently serves as coordinator of School Foreign
Language Programs at Indiana University recently told the writer that the prin-
cipal outcome of the program (beside establishment of her office - a major
achievement) was finding out by the end of the program the facts about teachers,
students, schools, curriculum planning, sequencing, articulation that were
needed at the beginning to achieve projected objectives ~ by which time condi-
tions for pursuing the objectives had fundamentally altered. The final WFLP
report stated: "'The most significant and lasting influence of the WFLP will
probably be the local and individual teachers and teachers' organizations that
benefitted from its assistance and counsel. In promoting, and in some cases
establighing, better communication between the state's universities and colleges
on the one hand and the public schools on the other, the WFLP served to raise
the professional awareness of foreign language teachers at all levels and
helped to lay the foundations for intelligent and autonomous growth within the
changing framework of educational theory and practise'".

The concrete achievements were as follows:

(1) Continuation by Indiana University of the office of Coordinator of
School Foreign Language Programs, the director of which is funded by the univer-
sity to continue the ILP's statewide counselling service is a direct outcome .of
the ILP.

(2) At the University of Washington the Board of Advisers of the WFLP
became first a Foreign Language Council, subsequently assuming its current
name of Council on Language Learning. Initially under the chairmanship of the
director of the WFLP, it was an interdepartmental committee charged to improve
the structure, quality, and interrelationship of the teaching of languages
at the University. Though armed with funds for research and training this
Council is concerned more with the cultural aspects of languages than with
language arts, and is clearly in the interest of the university rather ..an
the school systems of the state.

AR ]
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(3) The educational activities, carried out through conferences, workshops,
symposia, and through direct consultation with teachers, educators and admini-
strators at all levels substantially raised consciousness of the importance
of foreign languages, even among parents. They also increased awareness of
problems relating to teacher capacities and responsibilities, sequencing diffi-
culties, integration with other demanding parts of the school curriculum, arti-
culation between various levels, and costs for carrying out innovation in
foreign language teaching.

(4) The programs achieved expansion of teaching of foreign languages in
secondary school, including several of the uncommon languages, as well as a
.momentary spurt in focus on FLES., ILP data are illustrative:

(No. of Students, Grades 7 ~ 12)

French German Spanish
1962-63 7,537 4,843 26,277
1968-69 35,019 15,746 46,721

(5) The awareness throughout Indiana and Washington of the resources that
the university had available for improving foreign language teaching was
greatly heightened.

(6) Materials for teaching the major foreign languages, as well as several
of the uncommon ones, were improved.

(7) Linkage and communication between and among foreign language teachers
and educational administrators within the state was greatly increased, as were
the ties of those in the state responsible for foreign language teaching with
national scholarly and professional organizations. This led to significant
enhancement of the sense of professionalism among such specialists in each
State.

Failures

The most fundamental failure of both programs was inability to develop
vigorons, self-sustaining university-based foreign language service programs.
Both the ILP and WFLP were labor-intensive in the sense that a sustained,
unremitting effort by program staff was required to keep up momentum of both
the intra-university monitoring and reinforcement, and the activities through-
out the state. Both institutions found that they had to apply over 50% of the
funds for personnel related to the project, even to the point of providing
incentive subsidies for school teachers to undertake experimental programs - a
cost not anticipated when the grant was made. These salaries were not picked
up in either Washington or Indiana by the legislature, the university, or
locally. Thus when the Foundation grant funds terminated most of the activities
ceased that the project personnel had kept alive and in motion. More specifi-
cally the programs failed to encourage sustained student interest in foreign
languages, to lengthen sequences or develop vertical or horizontal articula-
tion of foreign language classes, or to improve teacher training.
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(1) The ILP was not successful in sustaining increases in enrollments of
secondary school students in foreign language classes: the percentage of the
9th year through 12th year student population in foreign languages increased
from 17.2%X in 1958-59 to 30.2% in 1968-69, but declined steadily thereafter
to 22.2% in 1977-78.

(2) Problems -of lpnger sequencing, particularly the considerable efforts
to bolster programming in elementary schools were not solved; by the end of
both projects FLES was rapidly deteriorating. (At its peak in the late 1960's
there vwere 40 FLES programs in over 300 elementary schools in Indiana; today
there are a handful of programs for gifted or exceptional children). Nor were
attempts at longer term sequencing of secondary programs successful as illus-
trated by the following figures for modern foreign languages from the ILP:

Attrition Rate and 2 Reduction

Year Level Number Enrolled from Previous Year
1967-68 1 41,365 -
1968~69 2 28,496 312
1969-70 3 8,795 692
1970-71 4 2,825 68%

In 1971 as both projects were terminating, the attrition rate from grade
9 to grade 10 was continuing to increase at thé rate of 1.5% per year. Seven
years later, according to a report of Lorraine Strasheim enrollments in both
grades were continuing to decline. Of the 22.2% of the total 9-12 student popu-
lation that were enrolled in foreign languages, 43% dropped out after one year
of study. ("Overview of Foreign Language Education in the United. States';
paper presented by Ms. Strasheim to President's Commission on Foreign Language
and International Studies, Lecember 12, 1978). Ms. Strasheim suggests that
the fact that Indiana's attrition rate in the second year is less than that of
the U.S. average (502) is due to the ILP.

(3) Articulation between levels, or between elementary, secondary, and
college/university, fared little better. The difficulties of relating either
the course offerings at different levels, or knowledge of the language/culture,
with attainment of an oral command of the language were as great in 1972 as in
1962, and continue to be as intractable today.

(4) Inter-relation, or integration, with other parts of the school curri-
culum which is indispensable for both long-term sequencing and improved articu-
lation was not measurably improved but was probably made more difficult by the
campaign both projects waged for more class and teacher time for foreignh}qp—
guages.

(5) The approach to learning languages changed very little at the univer-
sity level: the emphasis in university language departments continued to be on
literature and history, rather than language, and the teaching of courses
likely to be taken by people working toward certification as foreign language
teachers remained largely in the hands of either junior language department
members or with graduate students, neither of which were equipped to offer
linguistic or language skills that teachers needed in a school classroom. This
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continues to be true: "the teacher too frequently emerges from his or her train-
.ing with a major in the language but no real skills or proficiency in the lan-
guage". (recent unpublished report by Ms. Strasheim). The WFLP final report
stated "In September 1970... no courses were offered expressly for foreign

. language teachers; beginning teachers in need of credits to satisfy the fifth
-year requirement of Washington State certification were obliged to take fre-
quently irrelevant courses in literature or literary study, ‘and- éxpeérienced :
teachers could find no courses in pedagogy or methods relevant to' their pro-
fessional dcvelopmcnt"

(6) Neither program achieved a solid and sustainable academic base for
the coordinating program that permitted the shifting of personnel slots and
other costs to the regular "hard" university budget. There were initial advan-
tages in having the support and promotional support of the President's office.
However, because of the academic culture, and the structure and budgetary pro-
cess of the university, long-term survival in the university requires the equi-
valent of departmental sponsorship. The personnel of the WFLP was disbanded
at the termination of Foundation funding, and the director is currently associate
professor of Romance Languages and Literature... Though the post of Corrdinator
for School of Foreign Languages was continued at Indiana, the post is under the
Dean of Faculties (i.e., in effect the Office of the President) and continues
therefore to lack an academic base. Thus on balance though both projects
achieved general consciousness-raising about the educational importance of
foreign languages, they fell substantially short of their specific objectives.

Non-Project Reasons for Deficiencies. The reasons for the failudres in both
programs lie more in the changing setting for the teaching and study of foreign
languages in the schools and colleges, than in deficiencies that can be attri-
buted to the two projects and their leadership. The causes of failure thus

are relevant for consideration of strategies for long-term strengt?,ﬂiﬁg;:{kthe

place and role of foreign languages in the school curriculum. Beffre summiri-
zing several of the lessons that might be learned from these two programs, and
indeed before those lessons can have full meaning or operational effectiveness,
it is desirable to summarize ten factors in the setting as it was changing in
the late 1960's and early 1970's, that undermined attainment of those specific
goals of the projects that related to: increasing numbers of schools teaching,
and the population of students enrolled in foreign languages; development of
longer teaching sequences and more sustained student interest; achieving better
articulation between educational levels; improving classroom methods and teacher
effectiveness; and broadening the foreign language base by introducing several
of the rarely taught languages.

(1) The petering out of the Sputnik scare by the late 1960's coincided
with budgetary stringencies at State and local levels. According to the
Indiana report this forced a "turn around in priorities and interests of the
foreign language fraternity." Teaching programs were severely affected by cuts
made in a sudden, helter-skelter, rather than in a planned, phased way. Addi-
tionally, this severely curtailed innovation or changes. A report on the
Indiana program states that in early 1970 a teacher in a southern Indiana
community expressed the fear that "to suggest that there are needed changes in
our language program just might result in its cancellation." Other factors
mentioned below made foreign languages peculiarly vulnerable to cut-backs in
programming of school curriculum.

47
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*(2) The d-nnd by commmities, parents, and legislatures for accountabi=

" 1ity began to erdde foreign language teaching in two respects: a) high expec-

tations with respect to the audiolingual teaching method began cre«ting demands
for evidence of teaching effectiveness; and b) school systems began to mandate
that classes had to have a certain minimum of students to warrant continuance ~
15 in Indiand. Both factors had a disastrous effect on efforts to develop long-
term -equancing. . ,

(3) Students began to lose interest in foreign languages for a variety of
reasons:

colleges and universities were continuing to relax thelr language
requirement for admittance;

- the disullusionment with the audiolingual method increased for three
reasong! it did not achieve the instant or easily-acquired language
competence students anticipated; it was, as a teaching and learning
method, antithetical to the erupting student concern for social

- relevance, subject-matter content, and personal involvement; it was
not consistent with the shift with respect to the study of language
from teaching to learning;

- "released time'" work programs that were part of the growing effort to
respond to special needs of underprivileged took precedence over
academic courses, (and in some areas fatally reduced numbers in all
advanced classes); L

- the need for language credits for graduation from secondary school
continued to diminish;

- proliferation of electives at all levels made it easy for students to
substitute for foreign languages;

~ faced with increasing attrition in second, third, and fourth year
courses, foreign language teachers were forced to try to crowd more
and more into shortened sequences, and to handle multi-level classes,
with the result of further diminishing achievement by students of
language skills, especially of oral competence.

(4) Foreign language teachers became increasingly disillusioned and
disaffected for the following reasons: (a) Student impatience with the audio-
lingual method caused a shift from teacher-controlled to pupil-centered instruc-
tion, which stresses an individualized approach to language teaching. The
final WPLF report states: "...from 1968 on, faced with student demands for
relevancy and a more personal teaching style, as well as the recognition of
the limits of audiolingualism as the ‘universal' method, the foreign language
teaching profession...began to stress the development of individual techniques
and a personal approach to students." (b) The steady defeat in efforts toward
longer-term sequencing that teachers considered essential for effective teaching
(as James B. Conant emphatically did in his well publicized study of teachers
in 1963: "unless four years of instruction are offered in the high schools
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it might better be eliminated entirely"*) left teachers.caught on a treadmill. i

of first and second year courses from which students expected miraculous results, .

if not instant success. (c) As attrition after the first year increased, as '

wéll as demands for a ninisus nusber of students to justify separate classes,

foreign language teachers were forced to take several levels in one class, and

even to teach other subjects; multilevel classes in a single class period plus o

responeibilities in two diSciplines madef§it difficult for teachers to shift i

methods to a more individualized approach to language teaching, and one book : 3

3 on foreign langusge teaching ("The Context of Foreign Language Teaching” by i

i Leon Jakobovitz and Barbara Gordon, Newbury House, 1974) refers to the."battered L
o language teacher", the BALT syndrome, as a principal factor in undermining the ~—~ =

" teaching of foreign languages in the schools. : :

. (5) In light of the above it is not surprising that the interest of o

: prospective teachers in foreign language  teaching as a profession began to £
decline by the end of the 1960's. This tendency was reinforced by the shrink- -
age in job opportunities caused by cut-backs and doubling up in classes and the
increased tenuring of foreign language teachers: 90% of the foreign language
teaching profession in Indians holds certification that guarantees their job . ;
until retirement. The drying up of job opportunitiss was alreddy becoming R
visible in 1971 (Ninth Annual Report of ILP): "IU placed only 44.5% of Prench .
teacher candidates; 37.5% of Russian; 40X of German, 30.2% of Spanish."

(6) With the decimation of classes in certain of the primary years a con- :
flict emerged between the primary and secondary systems - the latter wanting to .
cut back primary school teaching of fore languages in order to justify better -
concentration, and sequencing and, incidentally, larger teaching staffs, at the
secondary level. Similar conflicts developed between secondary teachers and
college professors, thus destroying all efforts, and pretenss, toward articula- .
tion, interaction, and common purposes which it became apparent had increased
largely through forced-feeding under both programs. For the first time in two
decades the objectives of the college professors and the school foreign language
" teacher were not related; removing the college entrance requirement pulled out

the linch-pin that previously had made articulation and communication both
necessary and feasible,

(7) Student and racial unrest, at times coinciding in both Indiana and
Washington in the late 1960's, further eroded both teacher and student interest
in foreign languages, by causing occasional closing of schools and disruption
of classroom contact hours that is indispensable to the audiclingual method.
The final WFLP report in asserting that "much of the ...work to define levels
of language proficiency in the pilot class testing program appears to have been
wasted" cites the following reasons:

- The incursion into Cambodia occurred just before the major pilot testing
of students who were in no mood for such an academic exercise.

*Education of American Teachers, James B. Conant, McGraw Hill, 1963,
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~ The Kent State shooting happened sbout the same time., = \\\\ .
- Students regarded the test as irrelevant and an 1-66|1tion¢
- They also considered it quite irrelevant to their lives and 1ntctooto,

and thus in doing the tests :h.y functioned conaidcrably below their
capacities.

L (8) Budget cuts greatly increased the importance of local-specific factors

e __to the point that "teaching problems ‘have bacome so intensely localiszed that i

: even regional groupings (i.e. conferences) do not serve as they once did."
(ILP report, August, 1971). Long-range planning that is essential to achieve
sound and productive scheduling and articulation of foreign language in a school
or a district proved incteasingly impossible. Paradoxically, the severest
strains were in urban rather than rural schools as the budgetary situation of

o the cities worsened in the late 1960's. The Basic Education Bill of the State

e of Washington, approved in 1976 had nothing to say about State responsibility

’ for the teaching of foreign languages in the schools, and only in 1979 is
-being amended to recognize that foreign lunguagou are an important part of thc

school curriculum.

L 4

_ (9) Gains made in integrating or interrslating foreign language teaching
with other parts of the students' schedule were undermined by the increase of
pressures mentioned above and the weakened position of foresign languages in
the curriculum. Intercommunication that had begun to be developed between the .
foreign language school teachers and their school-teaching colleagues, and w ol
between them and members of university departmants of language and literature,
- .began to._declina. . Competitive tensions between foreign language teschers and
other school toachers increased, and doctrinal antagonisms between school lan-
guage teachers and the university community of language/literature specialists
were reawakened. , .

A (Y

(10) During the last half of the 1960's, bilingual language programs were
developing a powerful thrust, particularly in states with large linguistic

- and ethnic minorities. NDEA recognized the problem faced by non-native speakers
of English by sponsoring two summer institutes in 1964 for training teachers of
English as a second language. In the Bilingual Education Act of 1968 the federal
government established the right of children of non-English speaking parents to
receive instruction in their mother tongues. This new dimension greatly
increased the pressures in the foreign language teaching sector, and led the
manidgers of the WFLP to the conclusion by 1969 that "if significant...progress
were to be made in the improvement of foreign language instruction, experimenta-
tion and research, entirely new instructional models would prove more suitable
than simply stengthening traditional practices..." Toward this end the Advisory
Board authorized creation of a bilingual elementary school. Though this project
never attracted -outside funding, the teaching of certain foreign languages, plus
English as a second language gained secure footing with both federal and State
support in the school systems under the increasingly political banner of
bilingualism, and added considerably new complexity to the foreign language
sector. Additionally, according to the WFLP report, the rapidly growing impor-
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tance and acceptance of English as the major language of world business, trade,
and diplomacy had reinforced the declining interest in foreign languages. To
the extent this does affect the priority given to foreign languages by students
and school systems, it continues to be a matter of major importance because

the international use of English and the acceptance of its importance has

been increasing exponentially since 1970.

Can;usion ‘

;“f" Of the many lessons to be learned from the decade of efforts by these two
projects to reform foreign language teaching, six stand out as relevant for
planning £uturc strategies for inptOVtmnnt in this sector of education.

. j : cannot\bo reformed or t:;nst rmed as a senitate
: It certainly cannot be expanded exc -“: as
part of an integrated plan for rescheduling and reprogramming curriculum. Both

ring up competitive antagonisms among teachers of other subjects and restric-

", tive reactions among administrators, that are intensified when inevitable -

© budgetary pressures arise. Similarly, the linguistic aspects of language
learning ~- whether through the audiolingual or some other method -~ must be
balanced by relation of langusge learning to other curriculum. Current efforts
by foreign langusge teachers to join the movement for "global education" s s
framework for study of foreign language is a recognition of this fact, and -
onscious effort to make allies out of teachers concerned with social studiecs,
story, and other subjects concerned with other societies and cultures.

T ‘thoral nntional or even
 are unworkable, unless adapted to local conditions. Many factors that create
and sustain differentials between school districts must be taken into account
in the shaping of particular plans and programming for teaching foreign lan-
guages: studapt interest, motivation and numbers; the competence of teachers,
. and their total teaching and administrative responsibilities; community support;
extra-curricular activities of both students (e.g., work-release programs) and
teachers; financial factors. One cannot base teaching or programming strategies
solely on "the counting of heads" (which according to Ma. Strasheim was one of
the fatal flaws in the ILP -- a weakness the WFLP tried to reduce™y initial -
conferences to learn teacher perceptions of the actual situation) but must be
responsive to needs assessment, work loads of teachers, scope and sequencing
of language programs in relation to other subjects.

OQutside funding cannot by-pass or overcome these fundamental differences

in educational conditions and environments. The mixed results of NDEA Institutes

reinforced the evidence produced by the ILP and WFLP that "soft" or external
funding and the extra (and sometimes extraneous) resources they buy cannot
replace the organic growth that can be achieved only through the regular
sources of school budgeting. The fundamental importance of assuring a closer
relationship between local funding resources and activities related to changing
curriculum was underscored by the enormous relative cost of both programs, aund
the imposgibility of shifting most of the activities funded with grant funds

to regular state or local budgets.

projects demonstrated that efforts to do so can be counteérproductive by stir- -
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-~ ta influence -innovation in foreign-l

‘decision to use individus hi.hly motivated teachers as

‘the “chaaaa agénts.”" The ILP thereby not only slided 63X of the foreign lan-

guage teachers but failed to carry their achools and districts or to sustain
commnitments sade by certain- schoola. vhen the going beacame rough. - - - [

articularly 1if oucltdo the school systes, can be

reports (1972 statouz "Part of the problem has stemmed from the fact that the
Program and Advisory Committees had always led the teachers and it took time
to develop a perspective which would pornit the tonchura tq,tako the lead 1n
dofining their needs." .

o : . S '
Perhaps the most important lesson conclusively demonstrated by both projoctl,
was the fact that the university is not the soundest glaco froa which to_try
~ Al -@Xag-

gerated notion inevitably dcvolopod in both programs o ov nuc univcraity-
based leadership could achieve through its confersnces, workshops, extension
workers, publications, and moral support. The fset that realignment of curri-~
culum priorities and of teaching programs could be achieved only by school
systems at local levels tended to be overlooked. There are at least four reasons
why the school system must be the center of gravity for changol that involve’
sustained funding of new curriculum, the planning and programming of curriculum,
the professional factors affecting careers of teachers, the perceived interests
of students.

(a) Even with an activc, highly peripatetic Coordinator of School Foreign
Languages, or a Bureau of School Service and Research, and close ties with the
Department of Public Instruction, the members of the faculty at the University
cannot be in close enough contact with the educational problems of the schools
to effectively prescribe for them, and the realities of their own academic cul-
ture, and their career imperatives, fundamentally limit their becoming intereltcd
in or involved with school problems on a sufficiently continuous basis. A
toordinator has to spend as much time sustaining the interest and effort of
university colleagues as in nurturing and nursing interest in the schools.

This limitation extends to the training of foreign language teachers at the

university which continues to be carried. out for the most part in terms of the
academic culture rather than the realities of the educational environment in
the. school or the needs of or classroom responsibilities of the teacher.

(b) The teacher's career development, opportunities for advancemént, and
requirements for professional recognitioii center in school systems not univer-

sities or academic disciplines. .

(¢) The professional associations of importance to the teacher, whether at
the state or national levels, do not have strong or significant ties to univer-
sities, and their concerns are not strongly academic. Bilingualism and English
as a second language has brought new teachers and new constituencies into the
foreign language sector of school systems, creating a need for new professional
alliances - as persuasively recommended by James E. Alatis, Secretary of
Teachers of English to Speakers of Other Languages jLanguage in American Life,
Georgetown University, 1978).
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(d) Th.‘conplcx economic realities of school education ﬁakemit imperatlve;

for school systems to nurture ties to the educational, social, political, and
financial sources of their sponsorship and continuing support -~ the community., -

the state lcgiolaturce and departments of educatiorn, the: U S. 0£fice of ‘Educa~ ‘

tion.
. . o
The continuance of the Coordinator of School Foreign Language Ptograms as
an lnfotmation, counselling and service center by Iriiana University 18.made

possible (i.e., tolerated by the school systems) *. the University by recogni~ .-

tion of the fact that school systems are the cenc.r of gravity for planning and
funding curriculum development, and that the role of the university is to
respond to the initiative of the schools.
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"FOREIGN LANGUAGE' TEACHING IN Tﬂ! 'SCHOOLS -- 1979
: JFOCUS ON METHODOLOGY

Helen P. whrrin.r _
2% Associate Director for Languages
Vixginia Department of Education

Imonuc'ngn AND PERTINENT HISTORY o - I

4

During most of the first century of "public education in the United Statqs,
secondary schools existed almost exclusively to prepars a rolativoly spall number
of young people, most of whom were- .tq enter the college or univergity. The

. institutions of higher education considered a reading knowledge of one_ er more

classical or modern languages to be the hallmark of the educated man, to use the

. sexist language of that period; and ‘the oral skills and even writing received little
emphasis in the instructional programs. High schools, given their mission of college

preparation at that tine, directed their efforts to the same goala.
3

World War II brought change. Its most immediate effect was that'of a pall of

~ne¢ativi¢m that fell over foreign language instruction. It became somehow un-

patriotic to study the language of our enemies; and .German, for example, which had
besn offered by some schools, all but disappeared from the currifulum. Other

- languages were scarcely considered more worthy of study. Our involvement in the
war, however, made some of our military and political leaders aware of the fact that

such an attitude was a short-aizhtod one, that we needed to be able to communicate
in other languages for our own welfare and defense. Two results occurred. The
Army Specialized Training Program (ASTP), which had responsibility for  teaching
languages to militarypersonnel for defense applications, began to influence how

foreign 1anguages were taught in the schools. Oral comprehension and’spackins became
. . important for the figf: time in our history. The thrust was .low'put per

istent.
It was not until 1958 and the legislation of the National Defense ‘Education Act
(NDEA) that national Focus and financial support ware directed to foreign language
instruction. The NDEA was the saecond outcome of World War II to affect foreign

* language instruction; it gave momentum to the ASTP inf}uences. .

By.the early 1960's, th€ World War II developments just cited had ighited the

"torch of revolution for foreign language teaching in the United States. It was

the audiolingual revolution. Although most of us today would express.some disap-
pointments in regard to its impact, few of us would deny that it had far-reaching

- influence. That revolution has Yarely been thoroughly analyzed and evaluated. On

the one hand, it was a pedagogical and technological revolution that, for example,
popularized the language laboratory and replaced vocabulary lists with dialogues
and translation exercises with pattern drills. That is what moat people think of
when they reminisce about the audiolingual period. On the other\hand. and more
important but less discussed, it was a revolution in philosophy. It changed the
objectives from that.of preparation for rcading to the practical applications of

- all four skills~--listening, speaking, reading, and writing--and made the study of

culture more comprehensive and pragmatic. In the philosophical realm, the revolu-
tion was resoundingly successful. Almost no one today disagrees with the four-
skill philosophy. We introduce every curriculum guide with it. We plan our work-
shops and title our books with socie aspect of it. It prefaces the foreign language
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course listings in almost every college catalogue 1 We almost unanimously subscribe
to the four-skill philosophy in form although not hecessarily in substance.

Many strides were made in the methodological &lp.ctl of the revolutiion, but
the results were not nearly so great in this domain as ware the philosophical ones.
We changed the textbooks so radically and .sometimes so naively that some were hardly
recognizable as textbooks any more, and many teachers did not know what to do with
tham. NDEA institutes taught participants to orchestrate pattern drills and to use
ainimal pairs, but not nearly enough teachers woiz trained through this excellent
opportunity. Administrators bought us language labc) but we did not always know how .
to use them to advantage. Excitemsnt nevertheless prevailed for a few years until
a natural process set in. To every action therc is a reaction. < To every left
stroke of the pendulum there is a right stroke. To every revolution there is a
counter-revolution or at least a lcws of momentum. Such happened to the develop-
ments in foreign language education. NDEA money ran out, and opportunities for re-
training ceased. It was hard to teach using theé strange new books. It wasn't easy
for publishers to sell books that teachers didn't know how to use. And it takes
- decades tc change the college curriculum, so we never significantly revamped teacher
preparation. Furthermore, how was one to follow a Nelson Brooks or a William
Riley Parker at the.podium and get the profession's ear without taking issue with
what they had said? So we learned to argue, and we regressed. At national meetings
and in our journals, we began to attack each other or to propose new theories,
methods, or approaches which were often advocated to be panaceas for audiolingual
weaknesses or flaws. The spirit of revolution died, and confusion set in.

In the vacuum, textbook publishers began to offer us books that ingorporated
the "best of the audiolingual and traditional approaches.' Thay attempted.to
unite divergent philosophies and schools of methodology, but, like nil and water,
divergent philosophies do not blend. , We bought the books, nevertheless, for many
of us, never having been trained in- audiolingual me.hodology, were tired of struggling
to do something we were not prepared for. Such a treud initiated .the era of
eclecticism which supposedly embraced any methods that led to the achievement of
the goals, but which, if we really want to be honest about it, resulted in an
excuse to slip back into the comfortable routine of teachers talking, students
listening, texts occupying the constant attention of both, and little language
_Proficiency developing. Many teachers allowed this to happen.

At about the same time, giome of the spokespeople for the profession singled
out specialized apprcaches to advocate. Each school of thought perhaps had some
validity, but the totality of all of them resulted in' focus on tangential rather
than on basic issues. We got individualization, humanization, interdisciplinary
instruction, career education, communicative competence, etc. This trend, added to
the eclectic movement, further diffused direction and leadership for the profession.
Furthermore, not everyone could individualize, do career education, or be inter-
disciplinary, at least not as they read and heard that they should; and many of
us developed professional guilt complexes dr became lonesomely disaffected because
no one was .1alking with realism to us. We had so many torches of leadership at the
front of the troops that we hardly knew which to follow--and the torches 4dn't

always move in the same direction.

All had good intentions. We have not, however, enjoyed the direction that
the foreign language profession needs and deserves. Inadvertently instruction
directed to our basic four-skill philosophy has been traded off in favor of

b
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tx . spacialized aspacts of foreign language teaching. Those alpccta or approaches
i or techniques certainly have an important role to play, bat they are not ends
themselves. They became ends, howsver.

AN ANALYSIS OF THE PRESENT

This review of the past brings us to the present. Wharo are we? What de we
know about foréign language teaching? This author frequently asks herself those
questions. A question provokes a search for an answer. There is much cause for

- excitement today and op:imiem for tomorrow. There is equally as much reason to
be discouraged. ’

Let us first examine the positive. I believe that, in genoral, foreign
language instruction today is better than it has ever been before in the history
of the United States. It is directed to more comprehensive objectives--all four,
plus culture. Because we know better how to teach a wider range of student
ability, we can be successful with a more comprehensive population. With move-
ments such as that for individualizing instruction, the availability of a variety
of equirment and materials, and the increased number of teachers who are genuinely
competent -in the language, teachers bring the best expertise and resources into : o
the clasdroom that we have ever enjoyed. I believe that we do know what good
foreign language teaching is; teachers today are more competent and many are more

. committed than ever before; we have more options and opportunities at our disposal
. than previous generations did. We are capable of excellence in foreign language
.. teaching. ’ '

Excellence indeed characterizes many of our classrooms. The following state-~
ment: was developed by the Virginia Foreign Language Supervisors' Association to ’
describe the effective instruction that is observed in many tecchers' classes.

WHAT A GOOD' FOREIGN LANGUAGE
CLASS LOOKS LIKE

»  Activities
& -
1. The target language is used almost exclusively by both teacher and
students. Students almost never use English, and teachers use it only
rarely for concise explanations with quick reversion to the target
language for practice.

2. Most of the time is spent on teaching listening and speaking, even
though the objectives include reading and writing as well. The written
skills and a real command of grammar come from oral usage. Speaking
the language occurs almost continuously throughout the class.

3. Much of the target language is free response, non-manipulated, non-
drill-like in nature.

4, Students speak up in the target language freely with little or no
inhibition.

Do




Planning

1.

2.

2 .

The textbook and other teaching materials, although they may be
‘the basis for much of what takes place, are rarely obvious. The
text is open only 1n£raqu.nt1y, especially in first- and second-
year clalaes.

‘New material introduced--be it grammar, vocabulaiy. cultural con-

ceptc. or a combination of thase--is limited in amount at a 3iven

. time." . .

A variety of activities characterizes the lesson:’

The teacher adapts the text (or other material) to the local

circumstances, using it as a springboard for creating a personalized,

localized, and meaningful communications atmosphera.

Materials and equipment supplamnntaty to the text are frequantly
used.

Planning for instruction is obvious in that the class is organized
and structured and meaningful activities are chosen.

The purpose of each activity are clear to all, especially to the
students.

Clags Climate °

1.

2,

Much energy prevails on the part of teacher and students, but it

~ 18 organized, productive, channeled, and non-disruptive energy.

A seriousness of purpose characterizes the teacher, the students,
and everything that goes on.

A relaxed and informal but mutually respectful relationship between
teachers and students is obvious.

Rarely do discipline problems occur. Students are kept too con~-
structively occupied to get into trouble except when extremist
behavior is manifested in individual cases.

Bulletin boards and other means are used to the fullest to create
a cultural ambiance appropriate to the language being taught.

The students are obviously learning and are aware that they are.
They are experie.cing a gratifying feeling of achievement.

-
4
RPN



SRh bR Uy R RSER M AT B R R, IR RIR AR R T T R LY, T T . I ‘?_.:ﬁi&.\‘.‘ﬁ
: A ) X

P A R R PR e .~ - .. - '-«-_".".\\'h
¢ R ¥ . . . . . . F

‘ 53
 gunmary Note ‘ | .

1.. Tho speaking skill occup{bl a nuch larger portion of the time thau
the others. Students who can speak well can usually do the other
~ skills well also. If the focus is on reading and writing, they
usually cannot speak well and their command of all of the other B
skills is artificial and insecure. In other words, the ability .
to speak is a reasonably dependable measure of performance in all '
of the skills: The same cannot be said of the others. (

The kind of instruction just descrihed exists in many forcign 1anguazo
elassrooms today. It is so dynamic that it causes experienced and jaded observers
to undergo anew great excitement each time that it is encountered. On the other
hand, it is not always present, much to the chagrin of those who analyse foreign
language instruction today. A raview of the problems is now 4n order.

Perhaps our greatest dilcmma is that most of us who are not born creative,
insightfyl masters of teaching have never had a good opportunity to learn to be
good teachers. Most of us have. learned most of what we know as students sitting
at the feet of other teachers who may have been pedants rather than masters. We
stumble blindly. This author graduated from college in 1956 having had no
methodological instruction in foreign languages except what was picked up through
six weeks of student teaching by whatever kind of supervising teacher she happened
to have and an occasicnal visit by a foreign language professor who was not trained
in foreign language pedagogy. Today in 1979, although the opportunities for
competency in the language are better and we know much more about the science oI
language learning, the average graduate can expect no more, and indeed perhaps
receives even less., Shamefully little, if any, progress has been made in teacher
education despite the advancement of the science of teaching foreign languages.
The opportunities for young teachers today to Bain access to the vastly improved
knowledge about the science of language teaching are severely limited. {The art
of teaching does not have to be learned through instruction, thus some succeed in

.spite of that limitation.)

Similar problems plague ingervice education. Regression has even occurred
on this level in the area of pedagogy. During the NDEA days of the 1960's, summer
institutes helpdd many teachers with potential to develop much greater effective-
ness in the classroom: Today such opportunities are rare and difficult to find,
whatever the sacrifice and cost one is willing to maks, to seek them out.

In summary, teacher education at both the preservice and inservice levels
is at a standstill. Ironically, the inservice demands upon the teacher have
increased. The gap widens, sometimes seemingly to an exponential degree.

A recent study by Wilga Rivers reveals information which perhaps is related
both to the preparation of teachers and to the leadership for the professional.l

1. Wilga Rivers, Questionnaire on Foreign Language Learners' Coals,
mimeograph, 1978.
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She conducted a survey to determine the objectives of instruction in various -
languages, at different levels, in regions of the United States, and in a number

. of other countries. Generally speaking college and university programs, especially
in French, are directed less toward the oral skills than toward other obJectives
such as literature and intellectual development. High school teachers therefore
tend to be influenced by ‘instructors whose objectives are at variance with their
own. They observe methodology which is not particularly applicable to their
responsibilities, and they are confused by a profession which is divided as to

.. its objectives. :

We turn now to certain specific methodological problems.which should be
pointed out. One of them is that the textbook is omnipresent and ever open. The
term "textbook" is used in a comprehensive context--it might be a learning activitv
packet or a newspaper--but, whatever the instructional materials, they tend to
dominate teachers and students. They have once again become a crutch for botl
just as they were in the pre—audiolingual days. Take them away, and performance
in any skill becomes nearly impossible in too many instances. Teachers and stu-
‘dents become speechless. German becomes the subject between the covers of a book.-
Humanization? That is difficult when teachers and students aren't even looking
at each other. Their eyes are glued to texts. This problem has developed primarily
because of the lack of adequate methodological preparation of teachers and the \
‘frustration which teachers exp:rience when many goals are set for them and many |
demands are placed upon them without clarity of direction. It is easier to suc-
cumb to page-turning instruction than to be resourceful and creative, ‘

A very detrimental condition afflicting foreign language teaching today 1s
the unrealistic pacing of instruction. Material is presented to students much
too rapidly. . In the high schools we try to introduce the entire corpus of the
language in two textbooks or levels or years of instruction. At the college level,
this usually can be translated into one year. A number of negative effects occur
and bear review: '

Articulation. Teachers cope with the challenge of too much material
in various ways. Some, perhaps half of the teachers, make major
adaptations, such as using two books over a three-year period.
Otlers go only as far as they can with one book per level, leaving
out much of the material and making the best of the dilemma at the
beginning of the next school year. Students therefore move from one
teacher or one school to another or go on to enter college programs
with varying degrees of competence or even coverage at the same
level of language instruction. Articulation problems are far worse
now than they were two decades ago, primarily as a result of the
increased diversity of practices regarding coverage. In other words,
quantity now as well as quality of instruction affects learning to

a great degree.

Motivation and Dropouts. Students become discouraged when they
experience large gaps in the sequencing of instruction or are re-
quired to repeat large blocks of material. Many teachers believe
that the articulation problems are a major contribution to the
high percentage of dropouts characterizing foreign language
programs in the United States today.
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;Ef_;i? Teacher morale is affected by the lack of realism concerning
t is supposed to be eovorcd. the pressures teachers fesl to finish
the book, and the physical ‘and mental demands placed upon them when -
their work is increased by the need to develop. handouts, to attend
additional curricular meetings concerned with the issue, etc. Nor do
students or parents. underatand 'when students continquusin; the
firet-year. book in the second year. In Catch 22 fashion, if adjust-—
ments are not made, the students experience pressure and morale pro-
blems of a different nature bccauno most cannot keep up as they know
they should.

Learning Effcctc. When the pace is not slowed; learning becomes
superficial. Students are exposed to material without having the
time either to understand it fully or to master it. Teachers
recognize that they should work more frequently with culture, and
they have been encouraged to diversify instructional activities to
make learning more effective, yet they oftemn have to sacrifice these

desirable or even essential activitiés, to "get through the book."

Expense. In cases in which two levels are spread over three years,
additional books have to be purchased for the oveérlap period. Text-
book acquisition, however financed, nearly doubles when this occurs,
and this requires money that could much more productively be invested
in other scholastic applications.

|}

The Role of the Teacher. ° Teachers cannot-be as creative as they might

be for they are too busy rewriting the curriculum, adapting materials,
creating h~ndouts, trying to make adjustments,:and just coping. They
become slaves to texts, even when they recognize thé problem and do
not wish to do so. ) ~

The Special Dilemma of the Small School Diatrict. Textbooks can

and writing.

never be perfect and local adaptions always need to be made. That
generalizetion is wvalid, but it must also be recognized that large
school dis{riets with supervisory assistance or large numbers of
teachers nave the human and financial resources to make the adaptations
needed to copé with the problems ‘of- pacing instruction whereas the
small ones often do not. The majority of our teache;s are in school
districts which have fewer than ten foreign language instructors.
They often do not have enough professional voice to get administra-
tors to honor their requests for change, or alone they may lack the
courage to ask for change. It is therefore not possible for many
teachers to make the adjustments that they knou need to be made, and
the small school districts are most likely to remain victimized by
the bad circumstances in which they find themselves.

In onclusion 'to the textbook issue, we in the profession decided during
the post-World War II and Sputnik days of the early 1960's that we had better
catch up with the Russians verbally as well as technologically, so we added
two skills--listeping and speaking--to our traditional objectives of reading
We also realized that we ought to know more about th: peoples of
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the world, so we expanded, intensified, and changed the teaching of culture.:

".These were overdus changes, even if they were precipitated by the Russians and

the wrong reasons. But whera we went very wrong is that we expected teachers
to cover the prcvioua course, curriculum, or whatever oas might wish to call
it--that is, from ''good morning"” through the past subjunctive by June of level
two--gnd teach the student to speak the language as well, plus -give him/her new
insights into the culture(s) of .the language taught. -We are only fooling our-
selves if we think that we can do all of this. The second year has become what
Beverly Enwall, the Secondary School Curriculum Director im the South Carolina
Department of Education, calls "the verb year." The profession is in the midst

" of self-examination, and some reforms have already been accomplished. It is

time now to respond to the need that so many teachers recognize: the need to

. cut the grammar pie at least three ways instead of two, and to design textbooks

accordingly. We are trying to do what no other .country of this hemisphere or
Western Europe attempts to do. and we generally have less motivation to learn

! - foreign ianguages than they do. How is it that we can achieve our language

goals so.much faster than they can? Thc'nnlwcr ia that we cannot.

Fortunatcly. the profecsion is in the midst of dealing vith this issue.

. Many teachers--perhaps more than half of them--have already slowed the pace of

instruction, despite the limiting design of texts: A movement is underway to
seek the revision of textbooks to make foreign language learning more attainable
for more students. In the meantime, however, it is a serious curricular issue;
it is not‘a mere technical problem. It affects thousands of students throughout
the country. ) ' .

CONCLUSION, OR wum’m DO WE GO FROM HERE?

12

In summary ve have seen that World War II was the turning point toward more

'comprehenaive four-skill instruction. With this development came more attention

to the science of teaching. We also observed that the audiolingual revolution,
greatly aided by the NDEA Institute program, was short-lived. Colleges and
universities did not seize upon the examples set by the institutes; the federal
money ended; and the momentum was lost. In reality, we never gave the audio-
lingual revolution a fair chance at succeeding. Eclecticism slipped into the
vacuum and encouraged teachers to develop a laissez-faire attitude toward their
classroom behavior. Concurrently, many schools of thought regarding specialized
aspects of teaching were advanced, and leadership for the profession became very
diffused.

As a resul* e have many teachers today whose every class is an exciting
adventure in 1. -ng. We have equally as many who are driving our students out
of our discipline because they are monotonous, uninapiring pedants. In between
is a vast group with varying degrees of expertise, dedication, and potential
but for whom little help is available to address any of their problems.

. What can be said with assurance is that we are not where we are capable  f
beiug in foreign language teaching today. The elements are present for the pro-

fession to be much more effective than it is. From within, it needs more focused,

thoughtful leadership; and there are signs that good developments are taking
place in this respect. There seems to be more unity of attack on basic issues;
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) " - and somwe fundsmentai probless, such as the paging of 1&3.::%«10:.' are being

addressed. From without, it needs assistance that the Président's Commission
can offer: TYor too long only we have spoken for ourselves. The profession

- needs the moral support .that such a prestigious and influsntial body as the

. Commission can offer through encouraging gruur public advocacy of foreign

' language study. It needs the influence of such an out-of-the-rankc group as

. ‘the Commission to urge those preparing teachers to do so with care and alacrity.
Most of all, the profession needs specific help in training, retraining, and -
‘developing ‘the full potential of teachers. This author considers the NDEA
institute program, in spite of the brevity of its tenure, to have been the .
-most influential positive influence ever exerted on the profession and foreign
language instruction. We need a similar program today, redesigned to address
the specific issues and problems that ars prevalent now. There is no way to
.improve instruction faster and moxre effectively than to imprdve the capabilities
. of our teachers. They need improvement in many respects, but' most especially, -
‘they need hetter padagogical preparation. A poor teacher camnot be made into

a good one, but a good teacher can be helped to be better. We need to address
that problem, for we have at our disposal many resources and huch knowledge to
help the good taacher become better. Many of us within the profession are aware
. of this, but we need help in making it happen. We cannot do it by ourselves.
.~ We call upon the Commission to identify the means appropriate to provide a pro-
gram-of training and retraining that will be accessible to forsign language .
teachers at all levels throughout the nation. Such a program would do more to
teach more Americans foreign languages than any other single measure that it
might devise. ' - -

THE LAST WORD--ABOUT LATIN

Latin deserves to be reviewitd separately from the modern languages, for the
changes- which it has undergone and the reasons for the changes are different from
those of the modern languages. Latin has many secondary objectives such as
developing vocabulary, deepening the understanding of grammar, and ‘instilling an

- appreciation of the cultural legacy which the languige contributed to our society.
The primary purpose, .however, which teachers almost universally offer for the
study of Latin, is to develop a reading skill in that language. The reasons for
studying a language affect the methodology used to teach it.

For many years, the most prevalent activities used in classics classrooms
were those such as silent reading in Latin with belabored translation into English,
translation exercises from English into Latin or vice versa, and word derivative °
studies. The sum total was that students rarely actively used Latin in any form
except in the classes of a few teachers who would go as far as to read Latin
orally to their students or have them read aloud. In the 1960's, Latin,
receiving competition from enrollment increases in the modern languages that
had begun to teach students to speak, began to lose students; and enrollments
declined rapidly. Some programs had to be terminated, and the demise of others
was threatened. Terhdps it was this development that stirred a few classicists
into initiating the reform of Latin methodology to make that language more com-
petitive and, more important, to question the effectiveness of traditional
methods in the achievement of the goals of Latin instruction. Whatever the
influences and motives, three new and very different instructional programs
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. went onto the market. One Danish, ona British, and one American, they all
incorporated the oral use of Latin, not to develop oral proficiency in a
language no longer spoken, but to relate the four skills in the achisvement .

. of the primary goal--resding. It is probably fair to say that the classics 3

‘wisely took advantage of the modern langusges' increased scceptance of the . :
séience ‘of linguistics:and its applications in'the classxoon.

The new programs were never widely adopted by teachers; however they were
accepted by enoygh to inject a strong new influence into almost all Latin class-
_rooms today.  They made the Latin student a much more orally active and involved
. participant in the instructional process. Ferment and excitement began to parmeate
L. the Latin profession, and many teachers who did not embrace the new methodology . .
o in toto began to reform their use of traditional texts. They exchanged greetings "~
x in Latin with the students, they increased their own and their students' oral
P " reading of Latin, they.gave classroom directions in the language, and some even
asked questions and elicited answers in Latin. Significantly, two types of .
~ teachers engaged in the reform. The solld, experienced war-horses joined with
the new young blood to give the movement needed credibility. : e

" The results of this reforn were very positive. Almost invariably those pro-
grams which had benefitted from change ceased to lose students; and in some,
increased numbers swelled the ranks. Unfortunately, most of those ‘teachers who
refused to recognize that lLatin classrooms had to become more exciting places for
students to go committed methodological suicide, and their programs disappeared.

.. . The end result is that currently the quality of instruction in the Latin
* classroom:is, generally speaking, more uniformly good and dynamic than it was
v a decade or more ago. : . . . 0

Nevertheless, it is difficult to predict the future of Latin in the cur-
_riculum. In some areas of the country where reform did not.enter and other
. factors served to erode the ranks, Latin has practically disappeared. . In others,
enrollments have stabilized or even increased.. Also, the recoghitign of ‘the
" need to speak other languages offers strong competition with which {lassicists
- _have difficulty competing. On the other hand, the public's current emphasis upon
the basics is prompting curricular reform which underscores the value of so-called
"go1id" subjects such as Latin and which reemphasizes the relationship between a
knowledge of Latin and better upderstanding of one's own language.

X . This author, although not a classicist in her own professional background,
v believes, with many others, that Latin has great worth in American society. The
Commission is urged to help assure Latin a place in the curriculum by recognizing
this language in its report with specific recommended programs of action.
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;; This paper is written in response to a request: from the President's K
’ Commission on Foreign Language and International Studies to help it in e
r the "assessment of the results of curreat (or recent past) methodologies
3 - for Foreign Language teaching" on the college and university level and

in the “search for promising methodologies for the futurs." Speeificelly,
~ we ware asked to eddreee the'following questions: . . . e

1) What is the current etete'of foreign lenguege instruction
at the university level? - ,
What methodologies are being used, how intensive are the
-courses, etc.
2) Are demands of the students (end the 1not1tutione) being
, met? How successful are foreign language prosreme 1n teaching
the languages to the students?
How much of the foreign language is retained without reinforcement,
and for how long? .

3) What hopeful nev-‘foreign language teeching nethodologiee ere ) RN '
being developed? What do you see as the future of these methodologies? ' -
What is the extended outlook? '

v ' In the following pages of this paper, we ettempt to answer thoee questions
based on available-evidence in published reports and personal knowledge and

. experience. We assume throughout that our comments are for a lay audience and
not for fellow foreign language professionals.

For nearly a decade now, the foreign language teaching profession has
operated with a crisis orientation. Enrollments have been declining steadily
' on all levels and in all of the commonly taught languages except Spenieh.l This
- .situation has led, as was to be expected, to a concomitant loss of teaching
« .positions in the nation's two—and four-year institutions of higher educat:lon.2

This increasingly sad state of affairs is also reflected in other,
equally disturbing developmenta. The most important of these can be given as
follows: )

1) The number of students majoring in foreign languages has declined
(on both the undergraduate and graduate levels), thus reducing
substantially the number of pctential specialists trained in foreign-
language and international studies who would be immediately avail-~
able in times of national crisis. or emergency (Schulz. NEH Report; p. 19).

2) Colleges and universities have eliminated or reduced drastically

foreign language requirements--which were weak from the outset (Schulz,
NEH Report, pp. 22-24). :
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of semester or scademic quarter credit hours rather than in
specific competencies and/or levels of pgoficicncyq3

4) Bven some ares studies programs are sither totally
devoid of a foreign-language component'or have
reduced it to a token level. - . .

5) Perhaps most disturbing of all the issues raiscd to this .
point, even .the vast majority of those students who begin
" foreign language study--for whatever reason--remain '
only until the requirement is completed (if oné exists); . ;
- seldom do they remain witlr language study long enough to. ’
" acquire even a minimal proficiency. Indeed, in non-require-
ment situations, wa feel aafe in asserting that well over
50% ‘of those students who begin foreign language study on
the college level do not continue into the second year of
.such study. g ; N
The crisis orientation of the profession has resulted in some critical
self-sxamination, including a sensitive look at thie methodologies of foreign
language teaching. If one looks at 'foreign language methods textbooks -
currently on the market (q.g., Allen & Valette, Chastain, Grittner, Rivers,
 Finnochiaro, Paulston, Papalia), few, if any, authors appear to recommend a
specifically defined method of teaching.Q“ Rather, the call is for, eclecticism:
teachers should use vhatever selected techniques are best suited tothe— "
abilities and interests of their owm students and to their own personalities
and objectives, rather than slavishly subscribing to any one method. However, -
four approaches need to be mentioned as having had a major irfluence on present
day foreign language teaching: "the audiolingual method, the cognitive method
the direct ‘method, and the grammar translation method. ' o

" The Audiolingual Method (also called the Aural-Oral, Functional Skills, New

Key, or American Method of language teaching). Audiolingualism had its
beginnings in the Army Specialized Training Program during World War II. It
was based on structural/contrastive linguistic analysis and behaviorist
psychology and was touted as “the scientific" method of language teaching.
During the fifties and sixties it became widely accepted in the U.S. at all
levels, thanks mainly to institutes, made possible. by funding from the
National Defense Education Act, which trained and re-trained large numbers
of pre- and in-service teachers in this approach. While audiolingual
objectives include development of all four language skills (l1istening,
speaking, reading, writing), emphasis is definitely on developing speaking,
with much attention to pronunciation and practice in the use of colloquial
everyday language. The language skills were to be developed sequentially,
i.e., the oral skills (listening and speaking) were to be introduced and
practiced before reading and writing. Also, students were not to say any-
thing they had not heard; and they were not to write anything they had not
previously seen in writing.

The audiolingual method, influenced by theories of behaviorist psychology,
views language as a set of habits. These habits can be acquired through
mimicry and memorization of dialogues, various mechanical pattern drills
conducted at "normal” speed to overlearn or make automatic for the student
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rection to "extinguish" any errors. The dialogue, rather than the narrative

. - »reading passage, is the main vehicle for ‘the presentation of language materials
~ becauss of its everyday high frequency vocabulaty, and its colloquial and

culturally authentic langiaage. PFew explicit grammar explanations are given.

‘ Rather, students are to forlunate grnunatical,gcuoralisuciona th:ough analogy

du:ing oral pattern dr1110.5

¥
. While thc objectives of tha cognitive method are sinilar to those of the
:udiolingual method, its concept of the nature of language differs. Influenced
y cognitive psychology, this method views language not as a set of habits
acquired through stimulus-response conditioning, but rather as a creative !

process utilizing mental processes in a conscious, analytical manner.  Sincé

language is infinitely varied, .the cognitive method aims at teaching the syste

“of the language through fornal grammatical explanations and analysis.and
through cognitivé exercises (1nc1uding translation) which necessitate under- "

standing of the meaning.6

The Direct (or Natural) Method .
. ; : ] /
~ Any method which attempts to use the target language exclusively for
instruction dnd, interaction in the classroom can be considered a direct
method. Other components usually considered part of direct methodologies are
inductive learning of grammatical patterns (i.e., no formal explanations of
grammar rules; rather students generalize the rule from a series of examples

. which 1llustrdte a structural point), avoidance of mechanical pattern drills

and translation, and heavy use of question-answer exercises. The use of a
direct method pre--supposes native or' near-native command of the target
language by the teacher. Often, direct methods make heavy use of dudio-visual
materials, using filmstrips, slides, films, or series of drawings or pictures
accompanied by tapes or records. These materials are used to present language
in context, to model the utterances, clarify meaning through the visuals, and
serve as basis for the question-answer exercises.

The Grammar/Translation Method -

As the name indicates, this method focuses on formal and extensive
grammatical analysis of the target language and on translation. The develop-
ment of reading and writing skills are the main objectives of the method. Rooted
in the teaching of the classical languages, and based on faculty psychology
(which views the mind as a muscle to be developed by meuans of rigorous exercise),
the grammar/translation method considers foreign language learning as intel-
lectual discipline and the approaches used are seen as means to "develop the
mind."

The grammar/translation method was the predominant approach before the
rise of audiolinguslism, It is atill utilized in college reading courses
where the major goal is on developing reading comprehension for literary,
philosophical, or scientific/technical materials.

Several other methodologies are being practiced or experimented with on
a relatively small scale and various descriptions of programs, or studies

Oy
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.. attempting to measure their effect on the development of foreign language
skills, have appeared in the professional literature. Among them are the
Confluent Approach, the Psycho-Generative Method, the Silent Method, Sug-
gestology, and the Total Physical Response Method. In thé following para-
graphs we give a short, simplified description of these relatively recent
additions to foraign language teaching methods. Most research studies
utilising these approaches have been conducted with specialigzed groups of
students (highly motivated adult language learners) or under rpecial in-
structional constraints (e.g., intensive exposure) and ‘findings cannot be °

_ generaligzed to traditional college instruction designed for heterogeneous
groups of sgpdontas ' : : .

14

The Confluent Approach - ' R .

L Confluent education has borrowed from the values.clarification and
sensitivity training movements in psychotherapy and stresses the affective
(emotional) development of ‘the students. The approach utilizes special

LA group interaction techniques (e.g., Gestalt art works, guided fantasies, !

ot imagination games, non-verbal interaction strategies, improvisational I

s , theatre, values clarification exercises) to enhance the development of

interpersonal communication skills, emphasizing the natural -relationship -

between feelings and knowledge.’? With specific reference to foreign languages

Galyean noteh: "Students.in confluent language classes explore and discuss

various aspects of themselves, as well as leas personal information, in

the target language. By focusing on naturally motivating 'meaning nodes'

(needs, concerns, interests, personality traits, values,. attitudes, behaviors,

dreams, personal imagery, and plans for the future), students are able to

learn about themselves while learning a new language. The target language
serveg as the vehicle for self-awareness, self-expression, and self-affirma-
tion. ;

o The Psycho-Generative Method
Co \
. This method, developed at the University of Northern Iowa, utilizes
five "frames of reference" to teach grammatical structures inductively:
1) the physical world (dealing with tangible things and places); 2) the
frame of persons; 3) the frame of activities and actions; 4) the frame
‘ of events (time ¢oncepts); and 5) the frame of perspective (dealing with

personal judgments, opinions, and interpretations). The approach is pre-
‘dominantly oral; it stresses- high frequency vocabulary and:grammatical
structures through situational questioning (the who, what, when, where, how,
why of an event).9 ’ !

Teaching Foreign Languages the '"Silent Way'

L4

The "Silent Way" is a method pioneered by the British mathematician
and psychologist Caleb Gattegno. With the help of a set of wooden rods of
different color and length, called Cuisenaire rods, and a set of colnr-coded
phonetic and word charts, the teacher attempts to lead students to language
production and to inductive insights about the linguistic patterns of the
target language. The target language is used exclusively by teacher and
students. The major techniques of method are summarized as follows:

67

2.

o4 -:15;:}?1‘1

R e

M



1) Repested modeling of utterances by the teacher for mimicry by
the leatner is not necessary, since to speak a language is in .
most cases to use words differently from the way one hears them
used. ., :

2) Rote memorization of hasic material is replaced by recognition and

v +  familiarity with respect to new structures.

3) Correction is only seldom part of the teacher's work, since the
- learner has-developed his own inner criteria of correctness, and
is capable of corrgtting his own-errors.

4) Conditioning and habit-formation drills are replaced by exercises
which enable the learner to generate original utterances based on
minimum functional vocabulary given by the teacher. .

5) Oral_work introduced in the beginning is quite early followed by

. writing.

6) Wherever possible the learner is thrown back upon himself and he
takes ever greater responsibility for his own learning.

7) Gradually the teacher says less and less, while the learnet says
more and more, and the reason for the name 'silent way' becomes
apparent.

Suggestologz .

Suggestology in‘foreign language instruction goes under the name of
The Lozanov Method, Suggestopedia, or Suggestive-Accelerative Learning and
Teaching (SALT). The method originated in Bulgaria under the direction of
physician and psychotherapist Georgi Lozanov. It utilizes techniques of
yoga relaxation and concentration to tap subcbnscious processes in increasing
retention of large amounts of vocabulary.

A "suggestive, positive atmosphere,” including soft lighting, cheprful
room decorations, synchronized music and breathing, dramatic-suggestive
use of gestures and intonation by the teacher--all are aimed at putting
the students in a mentally relaxed state which is to make him more receptive.
to language learning. v . :

An instructional 'suggestopedic cyole" consists of three distinct parts:

1) Review of previously learned matexials, erclusively in the target
language, utilizing games, skits and conversation, and avoiding
mechanistic or manipulative language practice.

2) Presentation of new materials in the context of practical, and
~-interesting dialogues, with grammatical explanations and trans-
lations into the mother tongue.

3) The "seance," considered the only truly original feature of the

method, is intended _to aid memorization of new materials at an.
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unconscious level. During this stage, students engage in various
relaxation exercises while the teacher re-reads the new materials
(including the translations) with varying intonation ard at

A _ varying levels of loudness--all accompanied in the background by
e baroque music, which is believed to be especially conducive to "un-
Vv conscious absorption" of vocabulary.ll

The Total Physical Response Method

This approach to foreign language teaching is based on the belief that
" listening comprehension should be developed before stressing active oral
performance by students and that ''the assimilation of information and
skills can be significantly accelerated through the use of the kinesthetic
sensory system."12 ' '

Developed by Psychologist James J. Asher, the method utilizes oral
commands which are carried out by the students, showing that the directions
were understood. Asher summarizes three "key ideas" of the method:

-=-Understanding the spoken language should be developed in
advance of speaking.

--Understanding should be developed through movements of the
student's body. The imperative is a powerful aid because
the instuctor can utter commands to manipulate student
behavior. Our research suggests that most of the grammatical
structure of the target language and hundreds of vocabulary
items can be learned through the skillful use of imperative
by the instructor.

-=Do not attempt to force speaking from students. As the students
.internalize a cognitive map of the target language through
understanding what is heard, there will be a point of readiress
to speak. The individual will spontaneously begin to produce
utterances (Asher, p.4).13

In thé context of the above list, one could also mention individualized
inftruction or self-paced learning (including programmed and computer-assisted
instructiond), even tliough ‘!ny proponents insist that individualization is a
philosophy of teaching and Yearning and not taching method as such.l4

One approach which appears to be gaining i1 popularity an¢ which has
demonstrated some impressive results in terms of developing language pro-
- ficiency of selected groups of students in a short period of time is inten-
sive instruction or immersion approaches. Intensive instruction is not a
methodology as such. The distinctive characteristic of such instruction
lies in increasing and concentrating the time of exposure, rather than in
any special teaching technique or pedagogical approach. Originally developed
durinz World War II under the auspices of the Army Specialized Training
Program (ASTP) to give military personnel fluency in a second language
within a short amount of time, intensive instruction is now offered by many
colleges, either in regular academic year or special summer programs. In-
tensive instruction has no clear definition, but it generally provides for
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1) a large number of jnstructional contact hours within a relatively short .
period of time; 2) small group instiruction and drill practice; 3) in~
struction carried out by a teaching team, of -hich each member has distinct
functions; 4) emphanis on spoken colloquial language; 5) little or no use
of English during instruction. Immersion programs provide for target language
use in and outside the classroom and attempt to involve,the students in a real
or simulated "foreign experience." 13 .

Each method of approach described above has its own special compoments
(and proponents, we might add) and each also presents a rationale, based on
assumption, psycholinguistic theories and/or research, as to why these in-
dividual components are (or should be) conducive to foreign language learning.
We have no clear empirical evidence, however, that one methodology is superior
to another in terms of student achievement--with the possible exception of
intensive instruction. The professional literature reveals many efforts to
establish a superior teaching method. In general, though, most research re-
sults are not necessarily -generalizable-to the “'average" collegé forgign
language classroom. One must agree with Hosenfeld's assessment that a
"review of current research in foreign language education reveals a’ plethora
of studies marred by inadequate problem development, lack of control of ex-
traneous variables, invalid criterion measures, and inappropriate statistical
techniques."

Judging by available instructional materials, most college foreign
language programs apparently utilize A modified audiolingual approach with
emphasis on the development of all four language skills. The vast majority
of published commentary on teaching techniques addresses itself to those
which can be easily adapted in the audio-lingual classroom.

A major criticism leveled against audiolingualism is that techniques (i.e.,
dialog mimicry, memorization and pattern practice) prepare students only for
mechanical manipulation of linguistic elements and not for spontaneous com-
munication and interaction. The predominantly mechanical exercises which were
the mainstay of audiolingualism are slgowly giving way to language-activities
which practice the language in real communicative contexts.l/ There is some
evidence that the "humanizing" movement has had some positive effects on
®&tudent attitudes toward language study.l8 '

a third apparent trend lies in a growing emphasis on diagnosing individual
differences in learning styles and adapting instruction accordingly.l9

The second group of questions posed by the Commission poses a predicament
similar to the first,- because (again) we lack dependable empirical evidence
regarding: 1) what students really seek to gain from foreign language courses;
2) the teaching and learning objectives for foreign language courses in
colleges and universities. Most American institutions of higher education do
not list specific obje -ives for courses; requirements are expressed in terms
of credit hours rather _.han specific competencies, and goals and objectives
are specified in terms of a number of units in a textbook. Algso, in the
American tradition such institutions, public and private alike/ enjoy
a high degree of autonomy, so the objectives established at one may not neces~-
sarily be valid in the next. We can, therefore, approach this questiou from
our present position only by listing often heard reasons for student enrollment
in foreign language courses.
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At the top of any list of such reasons would have to be the most obvious:
to satisfy whatever foreign language requirement that might exist in any
institution. That particular group of students doubtless accounts for the
vast majority of foreign language enrollmenys. A survey conducted in Iowa,
for example, revealed that 877 of the students taking a foreign language
did so priparily to satisfy a requirement. 20

AN

We susﬁéct strongly that the following reasons could also play a major
role with regard to enrollments, and especially with regard to which language
a student takes in order to satisfy a requirement. A substantial number of
students would doubtless wish to achieve a basic level of oral proficiency
in their chosen language.2l Approximately 60% of Thogmartin's students
checked speaking fluency as a personal objective, while only 13% were in-
terested primarily in developing their reading knowledge in order to use
the foreign language as a research tool. (However, based on personal ex-
perience and informal observation, we can state that many students readjust
their initial goals after they discover that speaking proficiency is the
most difficult skill to acquire.)} In that same survey, 34% of the students
hoped to broaden their cultural background and 16% wanted to gain insight
into their mother tongue through the study of another language. In summary,
we feel it safe to assert that most students perceive a definite utilitarian
function for language study. )

Very little recent research has been done into the question of how long
students retain whatever amounts of a foreign language they might have liearned.
However, one study published in 1973 concluded that retention is greater than
one might reasonably expect: "Although the present findings may be difficult
to rationalize completely with respect to current theories of memory, their
importance lies in the fact that, on a variety of measures, it has been
demonstrated that only relatively small changes in second language performance
were recorded over reasonably long periods during which students were not re-
ceiving instruction,"22

In the above pages of this report, we have shown that we have no significant

evidence which would enable us to recommend any one methodological amproach

to foreign language teaching over another. In the strictest sense, therefore,
any or all might be termed "hopeful' and have potential for development. All
signs seem to suggest that successful language teaching still rests primarily
with the preparation, commitment, and enthusiasm of individual teachers. How-
ever, within the constraints of this report, we do feel reasonably comfortable

in recommending that the President's Commission on Foreign Language and Inter-
national Studies advocate the following points which we offer as suggestions.

1. We -ecommend that special consideration be given to the examination
of the potential of Intensive Foreign Language Instruction and
Immersion Programs. Given the penchant Americans seem to have for
rapid results ("instant success," if one will), we feel that these
approaches have much to offer which could help bring foreign language
study back into the mainstream of American education.

2. Specific competercies for various levels of language study should be
determined and implemented under the auspices of the American Council
on the Teaching of Fureign Languages and of the Modern Language

-
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Association on as broad a scale as possible. This recommendation
means, of course, that a curriculum for proficiency~based foreign
language learning will have to be developed for both requirement
students and for prospective majors in foreign languages.

As indicated by the tremendous increases in foreign language-related
research puhlications in recent years, teachers are constantly ex-
ploring new methods and curricular prospects.23 However, we suspect
that lack of coordination will result in much duplication of effort
and recommend therefore that the means be made available, again, pos-
sibly through the auspices of the MLA and/or ACTFL, to enable cor-
tinued research into the effectiveness of various methodologies :n
meaningful, coordinated fashion. At present, neither the National

Endowment for the Humanities nor the United States Office-of -Educa- -~ - —
“tion Wwill sponsor such pedagogically~oriented research. Indeed,

the USOE specifically excludes--or gives lowest priority to--projects
involving "French, German, and Iberian Spanish." Any such research
efforts should assure that findings are statistically dependable and
can be generalized and applied in American foreign language classrooms.

Finally, we recommend a wide range of summer institutes for college-
level teachers be devised and implemented on a8 continuing basis. Of
special interest here is the fact that the NER Summer Seminar Program,
while highly valuable in its owa right, again excludes topics not de-
dicated to historical, literary, and cultural (in the limited sense)
topics. The institutes we recommend, while not advocating any
particular methodology, should include, but not be limited to:

--developing an understanding of current psycholinguistic
theories and research, knowledge of which would enhance
the flexibility of college teachers in their own classrooms;

-~o0ffering special courses and topics in methodology for both
graduate teaching assistants and for individuals currentl:
teaching full time on the college level. We deplore the tact
that few, if any, Ph.D. programs (aside from those in colleges
of Education} require formal pedagogical training as part of
the curriculum leading to the doctorate;

--enabling American-trained foreign language teachers to maintain a
high degree of proficiency in the langnage(s) they teach (especially
given the relatively weak position of the dollar on foreign exchanges,
which, in turn, limits the possibility for these teachers to travel
and study abroad);

--facilitating the development of teachin% materials which take im-
portant research results into account.
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. FOREIGN LANGUAGE TESTING
BACKGROUND

Protase E. Woodford, Associate Difector
International Office, Educational Testing Service

$ -

N"When any scholar is able to read Tully or such like classical Latin author

ex tempore and make and speake true Latin in verse and prose, suo Marte,
and decline perfectly the paradigms of nouns and verbes in ye Greeke tongue,
then may hee bee admitted into ye college, nor shall any claim admission
before such qualifications." (Harvard College, 1642)

One cannot consider foreign 1angua§e testing apart from the teaching .
learning process. Indeed, a major impediment to effective measurement and,
curiously, to effective teaching has been this artificlal separation of the

. eva;uation piece from the language learning/teaching whole.

Someone had to determine whether the scholar had or had not “such quali-
fications." Foreign language testing, then, has been with us since before the
founding of the Republic.

Classical languages, Latin and Greek, were a part of the standard curri-
culun from the beginning. Modern languages, German and French, became respect-
able and entered the curriculum in the ninteenth century.

The goals of classical language instruction were .the development of read-
ing ability and the ability to "decline perfectly the paradigms of nouns and
verbs." It was thought that the mental discipline required to memorize and
apply grammatical rules was in itself a highly desirable goal. The¢se goals
carried over to the teaching of modern languages.

Development of oral skills had a very low priority in most foreign lan-
guage programs until World War II. .

Foreign language tests of the prewar era and, with rare exceptions, up
through the 1950's assessed the students' knowledge of grammatical rules;
ability to translate sentences and paragraphs; ability to recognize the English
equivalents of foreign words and, to a lesser extent, ability to read simple
prose in the foreign language.

The need for personnel able to communicate in-foreign languages prompted
the military to develop their own language training programs. These programs,
notably the Army Language School in Monterey, California, concentrated on
developing oral communication skills. Prisoner interrogators and radio inter-
ceptors had no need to read Goethe or translate Hai Ku.

The apparent success of the military language training programs led in
part to the major foreign language teaching innovations of the 1960s. The
1960s witnessed the great shift from concentration on literacy skills in
foreign languages to emphasis on oral skills. Foreign language tests continued
to focus on grammar, vocabulary and reading until the early 1960s when testing
finally caught up with teaching.
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With support from the Office of Education (under NDEA) the Modern Language
Association developed batteries of tests in five modern languages. For each

~ language there was a test in each of the four language skills -- listening,

speaking, reading, writing in alternate versions at two levels. The lower level
was suitable for secondary school students at the end of the first or second
year of language instruction or college students at the end of one or two semes~
ters.: There was another series for students with three or more high school
years or college semesters of study.

The MLA, at the same time, developed batteries of tests for teachers and
advanced students. These two included tests of all four skills in addition to
tests in applied linguistics and civilization and culture, in five languages.
Paul Pimsleur, working with a major publisher, developed a series of language
skills tests for secondary schools not dissimilar to the MLA secondary school
batteries. At about the same time, the national foreign language teachers'
associations -- The American Association of Teachers of German (AATG) and the
American Association of Teachers of Spanish and Portuguese (AATSP) revised
their examinations to include measures of listening comprehension.

By 1969-70, the College Board foreign language tests, too, had begun to
reflect the emphasis on oral skills by including listening comprehension tests ..
first in their supplementary testing program and later as part of the regular
Admissions Testing Program. During the first years of this decade tests of
listening comprehension were included in the majority of medern language exam-
inations including those prepared and distributed by textbooks publishers to
accompany their teaching materials.

While these language testing activities were going on in the traditional
academic context, other language teaching and testing efforts were being
carried out outside the school and college classroom. The military, the
Peace Corps, the Foreign Service and the intelligence community designed new
or improved existing instructional programs geared to the development of oral
communication skills.

Linguists at the Foreign Service Institute developed a series of descrip-
tions of levels of speaking ability in foreign languages. The now well-known
FSI scale provided operational descriptions of speaking ability from 0 -- no
competence to 5 -- ability equal to that of an educated native speaker. The
means whereby FSI wauld assign the ratings was a face-to~face interview of up
to thirty minutes duration. The interview and the scale were subsequently
adopted by other federal government agencies., The FSI scale for speaking
ability was the basis for the scoring scheme used by the MLA for its speaking
tests.

The last forms of the MLA tests were copyrighted in 1963, the latest of
the Pimsleur in 1967. Since 1967 no nationally-used standardized foreign
language classroom tests have been created. Foreign language teachers have
had to rely on seriously dated or compromised published tests or on those of
their own confection.

The decline in foreign language enrollments was accompanied in large part
by a decline in interest and effort in foreign language testing. There were
a few steps forward and a few steps back. The College Board, during the pre~-
sent decade, introduced into its Advanced Placement French and Spanish programs,

-
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advanced tests of language skills including speaking and writing. During the

same period, however, the Board was forced by budgetary constraints to discon-
tinue the listening comprehension section in its modern language tests in the

larger Admissions Testing Program. _

Outside the schools and colleges there was increased interest in direct
measures of speaking ability. The FSI/Peace Corpa model was beirg adopted
and adapted for other applications. The bilingual education movement in the
U.S. and Canada made necessary assessment of face-to-face communicative compe-
tence. State and provincial departments of education, and city school districts
required evidence of student and teacher -language competence in.both the national
language(s) and the home language. The interview and scale were used for these

LN

That is where we have been and about where we are now. Where should we
be in foreign language testing and how can we get there?

NEEDS
Formative aﬁd Summative Evaluation .

Language teaching programs in schools and colleges traditionally have
been designed to follow carefully controlled sequences of grammar and. vocabu-
lary introduction. Tests suitable to measuring the mastery of each small step
in a sequence must be closely linked to the program and the materials. Good
performance on such tests will indicate success in mastering the course material.
It will not, necessarily, indicate mastery of a foreign language skill.

Needs fall into three major areas: (1) e adoption and acceptance of
a common yardstick, a series of descriptors of foreign language ability that
are based on real life performance; (2) training programs and materials to

‘prepare teachers to evaluate pupil progress within their own foreign language

programs; (3) development of receptive skills tests, listening and reading,
that can be administered nationally requirin§ no special skill in test admin-
istration nor extraordinary expense. = -

1. The Common Yardstick. Within the academic foreign language teaching
community, there are a variety of standards whose meaning unfortunately in
operational terms is at best fuzzy and at worst nonexistent. One teacher's
A is another teacher's C. What can a person with a score of 600 on a 200-800
scale read, say, write, understand? What does someone in the 80th percentile
on a standardized test write with clarity? What does she read with under-
standing, etc.?

v

The Foreign Service Institute and the military and others in the federal
government have adopted a common scale for describing speaking ability. This
scale or one similar should be propagated, explained and its adoption encour-
aged throughout the foreign language teaching community. One of the possible
causes of the disillusionment of American stadents with foreign languages may
have been the meaninglessness of grades and marks in foreign languages. Reci-
pients of A's in a beginning language course who then found themselves incommu-
nicado in the country whpse languagg they have purportedly learned, will not
likely be foreign language advocates. The meaning of the A must be clear.
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You have mastered the stuff of this particular language teaching program. That’
student's reai life ability to communicate, however, must be destribed by a .
label as external to the specific program of study. s

" In addition to the FSI scale for describing oral proficiency, scales or
series of descriptions of ability for the other three language skills need to
be developed and adopted. .- ) 0
L .

2. Training Programs and Materials. Language trainifig programs in the
schools and colleges follow a earefully designed sequence in order for the
teacher to understand when to move on in the sequence, to introduce new struc-
tures, new vocabulary, atc. The teacher must know to what degree students have
mastered previously presénted materials. This/kind of continuing formative
evaluation requires some degree of skill on the part of the teacher. Test
exercises must be constructed in such a way that they zero in on tlie specific
point at issue 80 that a iright or wrong answer will tell the teacher whether
or not the student has learned the point at issue. Tests and measurement
courses -at universities usually deal primarily with statistical issues and rarely
with practical test davelopment problems. Specific courses in foreign language
testing are extremely rare. Many foreign language teachers become defensive
about their own home-made tests because they themselves know that they are
often flawed instruments. This is in no way the fault of the teacher but

rather of the training programs that have neglected this important area.

~

Indeed, the vast majority of decisions regarding placement, promotion and
final grades in foreign languages are based upon the results of these teacher-
made tests. Many foreign language teachers are completely ignorant of the
four skills and how to analyze the results of the test. .

3. National Examinations. The last widely used standardized -classroom

tests in foreign languages were developed over a decade ago. Although some

of these tests are still available, they may have been so used that they are
no longer in any way secure, and the normative data are o6utdated. These tests,
. too, tended to reflect the particular methodologies and program goals of the
late 50's and early 60's when they underwent initial development. Standardized
tests of productive skills, speaking and writing, are expensive to develop,
administer, and score. Although their validity may be high, their reliability,
unless stringent measures are taken to ensure it, is often questionable, parti-
cularly in a classroom context.

It is also axiomatic that skills that are not tested are often not learned.
When students realize that certain skill areas are not evaluated, they tend to
give less importance to those areas. However, in the case of national examina-
tions some compromise can be worked out.

We know that performance in receptive skills often correlates highly with
performance in productive skills, that is, those who understand a language
well usually speak it better than those who do not understand it well. Those
who read a language well are far more likely to write it well than those who
cannot read well. Indeed, productive skills mastery can hardly exist without
previous mastery of the matched receptive skills. One cannot write a foreign
language without being able to read it. One cannot speak it without under- !
standing it.
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ehension could well serve a twofold purpose: (1) providing an indication
the level of proficiency of American students in those two skills; and
KZ) providing an indirect measuré of the productive skills, particularly
'speaking, of the test population.  Initial development of such tests might be
limited to the most commonly taught languages, Spanish, French, and German.
Later development in the less commonly taught languages could follow the model
of the initial three. Because these national reading and listening tests

._ A o | | |
24 This being the case, national examinations in reading and listening com-
f

\ would not be based on any specific curriculum nor set of pedagogical materials,

the content would be drawn from real-life sources; in reading, for example, signs,
newspapers, directions, advertisements, right up to technical manuals and narra-
ive prose. »

o

ACTION PLAN

\ I, The Common Yardstick. Development of descriptive materials for the
laﬁguage proficiency scale. Because the FﬁI/Peace Corps language proficiency
sca;e is already in wide use in government circles and elsewhere, it is recom-

mended that this scale be endorsed by the Commission and its dissemination be
effested in the following way.

\ A. Packets with printed descriptions of the levels and recorded
sampl&s of performances at various score levels be prepared. These sample
materfals should be developed in the commonly taught languages and in English
using samples of non-English speech. The English samples will serve a dual
purpose. They will in themselves represent the scale as it applies to English
as a foreign language and can also be used to describe the performance levels
represented by the scale for those language teachers and others whose interest

~is in languages not represented in the descriptive packets. For example,

.u\

teachers of Swedish would likely not have sample materials in Swedish to refer
to but could use the English samples to gain an understanding of the performance
levels. L

An alternative approach to the adoption in toto of the FSI/Peace Corps
scale would be to go through a relatively lengthy process of meetings, con-
ferences ahd colloquia for the purpose of developing and/or identifying and
adopting a common scale for oral proficiency. This, quite frankly, appears
somewhat wasteful since a widely-accepted scale already exists. The develop-
ment of the packets with printed description and tape recorded (cassette)
samples in 3or 4 languages need not be excessively costly. They should be
available for wide distribution to foreign language departments in colleges
and schools. Their availability should be announced in various foreign lan-
guage journals and at the meetings, regional and national, of the relevant
foreign language groups: ACTFL, MLA, Northeast Conference, ,/AATSP, AKTF
AATG, AATSEEL, TESOL, NABE, etc. Together with the informative materials
contained in the packets, a series of training sessions for school and college
foreign language staff should be supported. FSI and ETS in their programs
to train interview testers for the language proficiency tests require upwards
of three days to a week to train and certify. This training period could
well be abbreviated since the level of reliability needed for classroom appli-
cation need not be as'high as for foreign service and Peace Corps uses. A
one-and-a-half or two-day session with one trainer and up to a dozen faculty
members using video tapes as support would provide school people with a com-
plete understanding of the mearning of the scale and levels and with at least
rudimentary skills in administering and rating a language interview test.

&0
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II. Classroom testing. The improvement of classroom teachers' foreign
language testing skills should be focused in two areast in teacher training
institutions and in-service training programs. There will be some overlap \
particularly with regard to materials. Within the teacher training programs
either in the methods courses or in short courses on foreign language testing
activities dealing with test development in the-four skills, test interpreta-

tion and diagnostic use of test instruments must be emphasized. One reason .

why this is not done currently to any great exteﬁt is that many methods teachers Iz
are themselves inadequately prepared in the area of foreign language measure- /°
ment. Therefore, it is proposed that: -~ ' . /.

(A) A task force of foreign“language testing specialists be charged with /
the development of appropriate training materials in foreign language testing
to be used for teacher training both within the college, and ‘'university methods
and testing courses and perhaps more importantly in in-ﬁervice programs in“he
schools. These materials should include both printed materials and appropriate
visual and audio support materials.

(B) A summer institute (on the NDEA model) be established for foreign
language methods instructors to acquaint them with the materials developed by

‘the task force and to provide intensive training .in the teaching of foreign

language testing. The instructors at the institute should be members of the
task force that ‘developed the materials. :

¢C) Production and. distribution of foreign language evaluation training
materials be undertaken. These training materials should he available to

.colleges and universities for their methods courses and to school systems for

in-service training of their foreign language teachers. The first group of .
summer institute participants could serve as a cadre of trainers who could

be called upon to work with in-service programs using the materials with which
they would already be familiar. .

IV. Development of nationally administered listening comprehengion and
reading tests in the most commonly taught languagess It.1s recommended that

alternate forms of listening and readiﬁg tests be developed and designed for

a population of upper secondayy school ®hrough university foreign language
learners. The content of these examinations should be determined on the basis
of preliminary research into the frequency of the vocabulary an. structures

in both oral and-printed language. Although these examinations would be norm-
referenced, they would also be linked to performance tests in the productive
skills so that for large numbers of examinees, predictions of productive skill
proficiency could be made on the basis of the receptive skills tests. These
tests would be objective, multiple-choice tests long enough to provide assess-
ment of skills from about 0 - FSI/Peace Corps level to about level 3.

4
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The tests would be administerable by non-specialists and would require
no special equipment for administration other than a tape recorder. The target
population would be secondary school students, undergraduate students, both
foreign language majors and non-majors, and a representative sample of "non-
traditional learners," i.e., proprietary language school students, Peace Corps
volunteers, etc.
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Normius for thil exami t@dn would rcquire fairly large samples from thg
target groupf ,” secondary school, college and non-traditional students. Smaller
samp ples of examinees would be administered direct measures of speaking ability

and writing gbility. For example, if a sample of 1, 000 -students each from

high s‘Pool. college and non~-traditional programs were to take the listening:

and reading’ tests, a- smaller group from each of the threc'would be selected,
perhaps 100, Of .the 100 cﬁghgn, equal numbers of high average and low scorets
would be included. These exdminees,then would bet given the direct measures of
speaking and writing -and their perfqtmance on thesé direct measures would be
compared to their scores on the listeming and reading tests. If, as is likely,
the correlation between passive skill and active skill performance is high, tRen

‘reasonable ‘assumptions concerning speaking and writing ability for large numbers

of studehts could be made on the basis of inexpensive, eagily~administered
receptive skills tests.

Upon completion of the norming adminiﬁir;tions and the direct measures
(speaking and writing tests) samples of ‘the exercises successfully performed
by examinees at different score levels would be compiled. These compilations
would serve as interpretive materlal for score recipients. For example, a
score recipient receiving a score of X for a candidate would also receive a
brochure with samples of reading materials that.the X level candidate reads
with comprehension and short writing samples ‘of X level candidates. Such
interpretive materials would provide the score recipient with far more useful
information than a mere number on a score report.

~

It may be thqt the listen!ng and reading tests would serve well as indi-

" cators of progregs or lack of- -progress. among the general language learning

population on a longitudinal basis. Equated-garallel forms of these tests
could: b administered periodically to similar samples of learners and compara-
tive data derived.  Indeed, some individuals might be tracked for some years
using these instfuments since they could réadily be self-administered at
home by the interested language learnef and his or h.{ language improvement-
orldeterioration could be observed over the-years. ﬁﬁb
: & ~
The measurement needs herein described apply to that vast number of lan-
guage learners for whom the foreign language is to be a useful tool ¢.ther for
touristic purposes or in conjunction with the skills for job related purposes.
The absence df emphasis on the role of literature and related measurement issues
is not to be -construed as a lack of recognition of the critically important
place of literary studies in the preparation of foreign language teachers and
specialists and continued support for such studies. Rather, it can be inter-
preted as recognition of the fact that effective measurement in the domain of
literature currently exists. Therefare, priority is given to the development
of cri;eria and measures for basic language skills.
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_ - FOREIGN LANGUAGES IN THE USA: A NATIONAL SURVEY OF
AMERICAN ATTITUDES AND EXPERIENCE

Pater A. Eddy
Center for Applied Linguistics

In April 1979 the University of Michigan Survey Research Center conducted a

' telephone survey to discover the aititudes and experience of Americans with regard

to the study of foreign.languages.~ The gurvey of a nationally representative
sample of 962 respondentu was ordered by the President's Commission on Foreign
Language and Iuternational Studies, with funding from the U.S. Office of Education,
the Ford Motor Company, the Hewlett Foundation, the Joint National Committee for
Languages,. and the Modern Language Assocation of America. The survey gathered
information in the following five areas: language spoken in the home during child-
hood, Americans' experience learning foreign languages, current use of foreign
languages by Americans, attitudes toward the worth of foreign language knowledge,
and opinions about foreign language requirements at various levels of education,
from elementary through undergraduate.

For the vast majority of respondents (91.9%), English was the lang of the
home during childhood. Only 2% reported that they grew up in a home wheie English '
and another language were spoken about equally. Of this group, slightly more than
nalf spoke Spanish and English in their childhood home. Other languag>s mentioned
were Polish, German, Italian, Czech, and Dutch.

Slightly over 4X of respondents had used mostly some language other than
English in the home €i.e., little or no usage of English). Once again, Spanish
was the most frequently cited language, with about 1/4 of this group stating that
they had used Spanish only in the home. Other languages mentioned by this group
were: Italian, German, Czech, French. Norwegian, Chinese, Japanese, Portuguese,

and American Indian.

Slightly more than 40% of the respondents state that they are "familar" with
one or more ‘anguages other than Engilsh (15X say they are familiar with two foreign
languages; 3% state that they are familiar with three foreign languages). 16.7%
of the respcndents say that they are familiar with Spanish (13.5% for French, 11.3%
for German, 4.1% for Latin). Fewer than 1% indicate that they are familiar with any
of these four importapt languages: Arabic, Chinese, Japanese, and Russian.

While approximately 40% claim familiarity with at least one foreign language,
only 30% of the population have studied a foreigm language iff school. By far the

largest number of individuals begin their foreign language study in junior high
school (grades 7-9) or in senior high school (grades 10-12). Very few Americans
put off the beginning of foreign language study until college (2.4%Z); a very small
number have begun their foreign language study in the sixth grade or before (3.8%).

1. A more detailed analysis of the survey by Dr. Peter A. Eddy is heing
published in :he fall 1979 issue of the ADFL Bulletin.
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The majority of Americans do not engage in long ooquincoo of laﬁguagu-study.
Almost half of those who have studied a foreign language have studied it for one

or two years only. (However, 15% of the group that have studied s foreign language
indicate that they have spent five years or more at it.) , Overall, though, only

8% of Americans have studied a foreign language for four or NOTE Vears.

Foreign language learning by Americans is not limited to academic : .tructionm,
although the vast majority does appear to take place in school gituations. For
instance, almost 20X of those who indicate a familiarity with a foreign language
say that they have learned the language at home. 18% say that they have learned
the foreign language (at least in part) through travel abroad.

Being "familiar" with a language, of course, does not mean that one can use
this language. In response to the question, "Are you abls to read, write, or speak
the foreign language in question?" slightly less than 60X of those claiming to be
"familiar" with a foreign language responded in the affirmative. Overall, then,
more than three Americans in four cannot speak, read, or write any language but
English. Onli?az revwnrt that they are able to use two foreign languages; a mere
2% state that they /..n use three foreign languages. '

Although less than 1/3 of the population surveyed have studied a'foreign
language in school, slightly over 452 indicate a desire to“study a foreign language
in the future. Over 20X indicated that they want to learn two foreign languages.
Spanish is the most popular language: 222% of the respondents indicate a desire to
study it. Other languages, in order of popularity, are: Franch, German, Russian,
Italian, Chinese, and Japanese.

When asked whether they have ever used a language other than English to com-
municate with someone in the United States, about 15% of the total population indicate
that they have done so. Spanish is once again the most frequently mentioned language,
followed by French, German, Italian, and Polish. The survey attempted to get a
measure as well of Americans' usege of foreign languages abroad. Of the approxi-
mately 1/3 of the total population that have travelled in a non-English-speaking
country, about 57% indicate that they have tried to use a foreign language during \
their travel. : ’

Those respondents who have studied a foreign language in school (approximately
30% of the total population), were asked whether they felt that the study of that
language had been worthwhile. More than 75% of thew answered in the affirmative.
Practical considerations seem to have the strongest bearing on both positive and
negative reesponses. For instance, the following four reasons account for the vast
majority of the positive justifications for language study: 'Leads to better aware-
ness and understanding of people from other natiomns,'" "Useful for travel," "Increases
the ability to read and write English,'" "Helps to improve grammar." By far the most
common negative response is: 'No use for it,"./'Don't naed it."

. Another measure of the value attaehed to foreign language study is found in
people's responses to the question, '"Are you encouraging your children to study a
foreign language in school?" Of parents with children aged 16 or younger, 84%
indicated (hat they encourage their children to study a foreign language. Of this
same group, 73% indicate that they expect their children some day to have the_op-
portunity to use.a foreign language outside the classrooum. ) \

.
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S1ightly more than 75% of the respondents th: that foreign language should
be offered in the elementary schools in this country. About 40X of the total
think that foreign languages should be required in the elementary schools.

More than 93% of the rcnpond;n:n think that foreign language should be offered

. in the junior or senior high schools in the United States. Approximately 47% of

the population feels that learning a foreign language should be required in junior
or senior high schools in this country.

Public support for foreign language requirements at the college level iu
considerably” less than that for requirements at the secondary level. Thirty-esight
percent of respondents think that there should be a foreign language requirement
for admission to U.S. colleges and universities. Public support for a graduation
requirement from American colleges and universities is almost identical (38.2%).

In sum, the results of this survey show that despite racent very visible '
demonstrations of the linguistic diversity in this nation, the vast majority of ..
the country's citizens have virtually no knowledge of foreign languages. Only 30% .
of Americans have studied a foreign language in school, for example, and only 8%
have studied a language for a long enough period of time (four years or more) for
then to begin to have a usable knowledge of it. ' .

Tais does not mean, however, that Americans' attitudes toward language study are
negative., Three quarters of thpose who have studied a language consider it to have
been worthwhile, and 84X of those with children under 16 indicate that they are
ercouraging them to study a foreign language. Furthermore, more than three quarters
of Americans believe that languages should be taught in the elementary schools, and
more than nine in ten feel that languages should be part of the junior and senior
high school curriculum. Finally, 452 indicate a desire to study a foreign language
in the future.
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+ THE MINORITY STUDENT IN THE FOREIGN LANGUAGE FIELD

Louise J. Hubbard, Professor of Foreign Languages
University of the District of Columbia

Fear, distaste, and lack of interest characterize the American attitude
toward foreign language study. The fact that understanding of another nation
and appreciation of its culture are only possible through its language is
minimized. Study of a foreign language in the 8chool curriculum is considered
the province of the specialiets, of little value to the average student. Today
when the need is great, even the presence of foreign languages in the school
curriculum is questioned. - It is a paradox that in the United States the number
of persons with proficiency in a foreign language is limited, although the
development and greatness of the nation is the result of the work of speakers
of various languagea. The cause for the voluntary or involuntary loss of these
languages is part of the political and educational history of the United States.
With this loss, however, and with the years, a language b,ther than English has
come to be viewed by the average American as a subject for classroom study
rather than as a medium of communication. To change this attitude calls for
an awakeaing to the imperative of the American's being able to communicate with
people of other nations in their language in our country or in theirs. Rodgers,
a foreign language educator, comments on the importance of a change in attitude:

The study of foreign language by Americans, even if it stops
short of functional mastery, can still be of great symbolic
value, for it can represent a touch of humility, a touch of
humanity, a reaching out toward other cultures in the hope of
achieving some measure of understanding. Eventually, develop~
ing these attitudes may prove to be even more important than
producing a few more specialists.l

It wmust be recognized that to supply the growing need for specialists,
many students must be engaged in foreign language study to allow for a suffi-
cient number to elect and to complete advanced study. This base for a supply
of specialists can result from a higher degree of involvement of minority
groups in the foreign language field. Many Americans today are interested in
learning more of the history and culture of their forebears of other countries.
Study of the languagé¢ as a key to that heritage should be promoted. The parti~-
cipation of the Hispanic American and other language minorities in bilingual
programs obscures the general lack of advanced skills in their home language.

A primary conc¢ern is the black American who has generally been excluded from

foreign language &atudy.

Until recent years the value of foreign language ntudy was perceived to
be twofold, as expressed by Nicholas Murray Butler in 1948:

« « o« its contribution to the humanizing influence of a
liberal education and the equipment of the college graduate
with the ability to make direct contact with the culture
and scierce of at least one foreign country and the people
who live in it.2
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Statements today stress not only the humanistic but the pragmatic and attitu-
dinal values. The 1978 MLA Task Force on the Commonly Taught Languages lists
threec areas: (1) Prasctical and commerclal values; (2 Humanietic and cultural
valuea; (3) Linguistic und cognitive values.> These benefits have been reserved
until recently to the segment of the school population preparing for a college
education. Although in 1969 the National Asaociation of Secondary School
Principals made a recommendation that mcdern foreigr language study should be
open to all interested students, and tha Otffice of Education advised in 1963
that adaptation of language teaching to the needs of students should not be
confuged with a lowering of achievement standards, these suggestions had little,
if any, impact. Accepted instantly, however, was the recommendaticn of Conant
that in the urban schools foreign languages have little place. Throughout the
yaars, study of a foreign language has been viewed as elitist, accessible to
those with supériry mental abilities. Fostered by foreign language teachers,
accepted by students, this view persists today. The falling enrollment in
foreign language classes inu the seventies and the current emphasis on curricula
to provide for all pupils led foreign language educators to reexamine and to
support foreign language study for all students. This was addressed by the
1970 Northeast Conference. Many in the profession insist, however, that foreign
languages can be mastered only by a select group. Without identifying the
special talent needed, Gaarder makes an extravagant statement opposing foreign
language study for all students:

1 am setting forth a rationale for seeing foreign language
students, and enabling them to 3ea themselves as a largely
gelf-selected group of very special people (a kind of alite

not better ihan others but different in a most desirable and
rewarding way) . . . The rationale rejects as self—-defeating

and debasing our present insistence that foreign language

study is for everyone, for that insistence is tantamount to

our saying to the stadent: There's nothing special about this

or you. You won't distinguish yourself here. It's for everyone.4

This conviction that perscns knowing a foreign language are "special" appeals
to many in the foreign language professica.

Outside of the foreign language profession, some educators believe that
foreign ianguage study in the schouis is unreccssary, impractical, and a
financial burden. Other educaturs, led by many in the foreign language field
say that if the student does not have a certain level of skills in English,
he should not be placed in a foreign language class. Use of tests dependent
on previously acquired linguietic skills to measure aptitude for learning a
new language helped to promote the premise that one must be skillful in English
usage to succeed in the study of a foreigan language. In fact, students consis-
tently report that studying a foreign languagc helped them for the first time
to understand their own. Studies document the fact that study of a second
Janguage leads to increased proficiency in English.5 .

The black American has been counseled ocut of foreign language study. He
has been excluded in some instances because of weak English skills, but espe-
cially for a variety of untenable reasons, including his racial physical
features, harmfi to the self-esteem of the student. The aura of elitism and
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difficulty which have accompanied the study of a foreign language left no
doubt in the minds of school administrators, counselors, and foreign language
teachers that the black student would receive no value from foreign language
study, for he would not go to college, he would not travel abroad, and anyway
;he would fail the course, or if he were to succeed,. he would have wasted his
time. This attitude was strengthened and the teaching of foreign languages

to the black American further eroded by the report of Conant in 1961 and by
the sociologists and the psychologists of the period who were probing the
characteristics of the disadvantaged child and who reported that teaching
foreign languages in the urban school was "educationally futile." This writer
pointed out then and repeats now that for the "disadvantaged a modern foreign
language course with emphasis on language for communication "offers advantages
which are not present in other classes: 1) With English limited to a minimum,
the deficiencies of his English speech habits are not cause for disparagement
and do not present a barrier to understanding and learning. . . 4) from the
first day he can experience pride in personal achievement."6

There are values of foreign language study for the black student as there
are for any student. These values are the same for the black American as
they are for any Amevican. A black student has the same possibilities of

" becoming a foreign language specialist as any other student. Some benefits of

foreign language study are especially impqrtant for the black student, "for
black students, through foreign language study, as by no other means, learn
indelibly and irrefutably that minority status does not mean inferior, that
different means neither better nor worse."7 Self-concept can become positive
and self-confidence heightened w