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PREFACE

SCOLT'S TWENTY-FIFTH ANNMERSARY CELEBRATION

The conìmemoration of the Silver Anniversary of the
Southern Conference on Language Teaching, held in Little Rock,
Arkansas, was a special celebration of the first 25 years of the
organ¡zat¡on. lt was a time to reflect on the past and to
recognize the contributions of those who had worked diligently to
lay a strong foundation for an association which would benefit
foreign language educators in the Southeast. The success of
their effÒrts has been evidenced each year through attendance at
the popular annual meetings, through the growing numbers of
Sponsors and Patrons, and through SCOLT"s contr¡butions to the
strength of the foreign language teaching profession.

The program for SCOLT's Silver Anniversary Conference was
prepared by Rosalie Cheatham, 1989 Program Chairperson. The
agenda reflects the organ¡zation's growth through the number and
the diversity of conference sessions.

The highlight of the Silver Anniversary Celebration was a
luncheon, which was planned and organized by Laura Walker.
Herman Bostick, James Gates, and Joanna Breedlove Crane,
who had played critical roles in the founding of SCOLT, were on
hand to describe various states of its history. Robert Terry
addressed the challenges and responsibilities which lie "on the
horizon.'

The theme of the Twenty-Fifth Anniversary Conference,
"Languages: Perspectives and Horizons," provided part¡cipants
with the opportunity to look at the future of foreign language
teaching and of SCOLT in view of a quarter century of
experience. This volume of Dimension gives you, the reader, that
same opportunity; from twenty-five years of Dimension the editors
have selected articles which are representative of the important
trends and issues that have helped shape the direction of foreign
language education over that period of time.

ln the first part. of the volume, the art¡cle entitled 'SCOLT:
THE FIRST TEN YEARS," appears in the form of an introduction
to the very beginnings of the Southern Conference on Language
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The Proficiency Movement has highlighted the past ten
years, and real changes have been made in foreign language
education; proficiency has involved almost everyone in the foreign
language teaching profession in some way. Albert Valdman's
"The Symposium on the Evaluation of Foreign Language
Proficiency: Challenges to the Profession" raises some impoftant
and thought-provoking questions regarding the Oral Proficiency
lnterview and the ACTFL Proficiency Guidelines. Valdman
concludes that our f¡rst priority "must be the development of
proficiency tests which specialists in testing and second language
learning believe to be sufficiently valid, reliable, and fair to be
made an integral part of the training of our FL specialists,
including those entrusted with the teaching of FL's as a
fundamental part of a general education."

Three articles were selected from papers presented at the
25th Anniversary Conference in Little Rock form part of the years
of progress. The first deals with the proficiency movement which
brought with it a recognized need to use authentic materials in
the teach¡ng of foreign languages at all levels. John l. Liontas'
article, "Using Authentic Materials to Develop Functional
Proficiency in Writing," discusses both what writing is and is not,
using the ACTFL Proficiency Guidelines for wr¡ting as a basis for
discussion. Liontas presents a number of practical suggestions
tor the teaching of writing at various levels and for the
development of writing activit¡es. The article also provides several
sample act¡vit¡es in German, which can be adapted to any
language class.

ln the second 1989 article, "Loosening the Leash on Writing:
The Adult Language Learner," Carol Strauss-Sotiropoulos makes
a case for the teaching of writing at the beginning levels of adult
classes. She characterizes the adult learner, and outlines adult
learning problems and strategies. An advocate of in-class writing
practice and of conferencing, the author recommends many of
the native language writ¡ng workshop techniques for foreign
language classes.

ln the third Silver Anniversary paper, Ken Fleak and Carolyn
Hansen give a comprehensive, up-to-date approach for preparing
teaching assistants (fA's) to cope with the demands of the
proficiency-based syllabus in "A New Approach Toward Foreign
Language TA Supervision." Taking into consideration the fact that
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SCOLT:
YEARS OF PROGRESS
1975-1 989

James S. Gates
Spelman College

From its founding, the Southern Conference has existed with
the principal mission of producing for language teachers an
annual meeting or conference. This meeting has been devoted
to language teaching and language learning. lt ¡s the big event
of the corporation, the raíson d'etre which anracts attendance as
does a championship game. Without a large membership roll or
endowment, the corporation has depended for survival on the
success of this annual meeting, A lack of attendance has
created financial problems.

Many components make up the production of this big event.
The síte has to be chosen; the hotel arrangements have to be
negotiated; the teachers have to be lured by promíse of
excitement, innovation and new ideas applicable to their teaching
situations,

Through 1975, the annual meeting site was determined by
a conference policy which stated that the síte had to alternate
between Atlanta and some other city in the southern region. ln
1976, the policy was changed for economic reasons as well as
the need to carry the meeting areas in the southern region,
During recent years, more cities have constructed convention
facilities adequate for a SCOLT annual meeting. Moreover, these
thriving new areas have proven to be good drawing cards to
SCOLT partic¡pants many of whom have brought their families
and distinguished guests with them. New Orleans, with its history
of elite tourism, has always been a good site; Charleston,
discovered by the planners in recent years, has become a viable
alternative to the Crescent City, Central Florida, notably the vast
Orlando area, has been a rewarding meeting place because of
the numerous attractions and climate, and the s¡gn¡ficant support
received from the teachers of the State of Florida. Since 1977,
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therefore, the Conference has c trried ¡ts program to teachers ln

all sections of the tàuìrt"in "'""' 
from Richmond to New

orleans, trom ortanoã tä littrt Rock' from charleston to san

Antonio.
The task of attracting teach

c'est la même chose'

1 975
1976
1977

1578

1 979
1 980
1 981

1982

1 983
1 984
1985
1 986
1 987
1 988
1989

Lifelong Language Learning

Languãge: Our Richest Heritage

il;Ñó South: An ExPanding Center of

Lanouaqe Study
i'ti"äi; wiãi second Lansuase is still

Basic
Ãõiruscor-r' unitY in DiversitY

Progress: Promise -roiãign Language Teaching: Building on

Our Successes
ä;"'ññ!u"9" Teaching: ls The Present

Perfect?
Snrinring World/Expand¡ns tlorSllìnousry

Opportunities

Language ¡n Action: Theory and Praclice

r""õr"õ.", PersPectives & Horizons

The quality of the conference has always been good' and SCOLT

has enioyed u ,"p,t"t¡oÃ.iói p'"t"nting a beneficial conference'
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For years, the program was the domain of the vice chairperson
and the chairperson. The latter invited principal speakers who
worked on behalf of the conference. Following the restructuring
of the board of directors, a membef of the board or a special
consultant has been responsible for the planning and execution
of the program. This adjustment made consequently good
programs into better ones.

The format of the conference has been fairly constant. The
program has opened on Thursday afternoon and closed on
Saturday afternoon. However, in Atlanta in '1974, and in
Richmond in 'l 982, the sessions were concentrated on Frlday and
Saturday. At one time, a special fee was charged for Saturday
attendance only. A significant, but not necessarily an annual,
feature has been the pre-conference workshop. ln 1978, in

conjunction with AGTFL, Lorraine Strasheim presented a workshop
in San Antonio; in 1980 a standing-room-only audience attended
a dinner workshop in Charleston to hear and see John Rassias;

in 1981, Woody Woodford presented a workshoP at the ¡oint
scoLT-FLAG meeting ¡n Atlanta;Vicki Galloway was the guesl for
the workshop in Atlanta in 1985; Robert DiDonato presented in
't986 in Orlando, and Constance Knop, in Charleston in 1988.

R¡sing costs forced the elimination of the confefence banquet
during the seventies. Meal functions have been handled since
thal t¡me by the local organizations although the Rassias
workshop was a dinner meet¡ng, and, the annual meet¡ng of tha
Advisory Board is a breakfast, ln 1988, the local commitlee in

Charleston sponsored a boat r¡de complete with dinner as an

extra-conference activity.
Over the years, SCOLT has developed a set of criteria which

a hotel property must be able to meel in order to host an annual
meeting of the conference. Meeting these qualifications in recent
years has been less taxing than in the earlier years of the
conference. Not only must sleep¡ng rooms and eating facilities
'be available, but there must be space for numerous exhibits.

SCOLT has reached a high of forty exhibit booths; hence,'
considerable space has had to be set aside for three days for
these pertinent expositions of books and hardware. ln addition,
SCOLT has needed as many as twelve breakout rooms in order
to stage an annual meet¡ng. Reaching these criter¡a, while at the
same time keeping bolh the cost of accommodations and
reg¡strat¡on within reach of the teachers who attended without
support of their ¡nst¡tutions, became a serious game for the

therefore, the conference has carried its program to teachers in

all sections of the southem area: lrom Richmond to New

õr|""n", from Orlando to Little Rock, from Charleston to San

Antonio.
Thetaskofattractingteachersandotherinterestedpersons

10 the annual meer¡ng hal neen of prime importance' 'W111:
¡hey doing at SCOLT this year?', 'Wh-o aç the key speaKersr-'

"What is the theme of the 
-confelence?" 

The answers to these

questions a language teacher.attends an

annual co f the SCOLT annual rneelings'

thefefore, and interests in foreign

language ¡ during the Past twenty-

five years. ont l¡ne as the pendulum swung

from audi iency with intermediate stops

between. has atways been given 
lo. 

the

tf'"r" since, al t¡mes, particular interest or lack thereof ¡n a

iäéio" had to be addiessecl' Viewing the themes of past

conferences reminds one of the proverb: plus ça chanqe' plus

c'est la même chose.

1975
1 976
1977

Lifelong Language Learning
Language: Our Richest Heritage

fné"uel South: An Expanding Center of

Language StudY
Ãn"ão io wrrat? second Language is Still

Basic
ACTFUSCOLT: UnitY in DiversitY

Progress: Promise
forãign Language Teaching: Building On

Our Successes
Foreign Language Teaching: ls The Present

Perfect?
Shrinking World/Expanding Horizons

Expandiñg Horizons: Business and lndustry

Perspectives on ProficiencY

Planning for ProficiencY
New Cfrãllenges and Opportunities

Language in Action: Theory and Practice

Languages: Perspectives & Horizons

1978

1979
1980
1 981

1982

1 983
1984
19B5
1986
1987
1988
1 989

The quality of rhe conference has always been good' and-SCOLT

rras en¡oyêo a reputation for presenting a beneficial conference.



convention planners to play; most often, scolT has been a

winner. ln tiris vein, SCdLT has been quartered in old, restored

monUments, in Spatial resorts, in modern State-of-the_art

complexes, in other structures which no longer exist, in locations

whichrangedfromdowntownmainstreetstoisolatedsuburban
areas. Rates have ranged from $20,00 in the mid-1970's to

nearty $60.00 in the fadiñg days of the 1980's' As an example'

tfre pre-registration fee foi the 1975 conference in New Orleans

was'$7.001 including a copy of the Proceedings, and the hotel

rate was $20.00 lor a single room, On the other hand' pre-

registration fee for the 1989 conference in L¡ttle Rock was set at

$só,oo including a copy of the Proceedinos and the silOle 1o9m
i"t" *"" $59,00, a figure wh¡ch matched the previous high of that

in 1gg3 for the conference in New orleans, The 1983 conference

wasadditionallysignificantinthatitmarkedthethirdtimethe
annual meeting haá Oeen held in New Orleans, previous years

being 1968 anã 1975' On several occasions, a separate fee^h11

óãån".r,"rged (i.e. $5,00) for the offíciat pubtication of scolT:
óimen"¡on] This option in the registration package proved

,r-p¡¿"t¡"a and costly and was abandoned in ',¡985. Since then,

iÁä 
"o.t 

of a copy oi the proceedings has been included in the

registration package as had been the case originally'

The foll'owingihronology displays the convention sites (c¡ties

and hotels) for the period 1974 through 1989'
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1974
1975
1 976
1977
1 978
1979
1 980
1 981
1982
1 983
1 984
1 985
1 986
1987
1 988
1 989

James S. Gdes

Stouffers
Hotel Monteleone
Atlanta Biltmore
Carlton House
The Saint AnthonY
Hyatt RegencY
The Francis Marion
Sheraton AirPort
The John Marshall
Sheraton New Orleans

Birmingham Hilton
Ramada at CaPitol Plaza

Sheraton Orlando
Westin Peachtree Plaza

Charleston Marriott
Arkansas Excelsior

Atlanta
New Orleans
Atlanta
Orlando
San Antonio
Atlanta
Charleston
Atlanta
Richmond
New Orleans
Birmingham
Atlanta
Orlando
Atlanta
Charleston
Little Rock
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convent¡on planners to play; most often, scoLT has been a
winner. ln this vein, SCOLT has been quartered in old, restored
monuments, in spat¡al resorts, in modern state-of-the-art
complexes, in other structures which no longer exist, in locations
which ranged from downtown main-streets to isolated suburban
areas. Rates have ranged from $20.00 in the m¡d-1970's to
nearly $60.00 in the fading days of the 1980's. As an example,
the pre-reg¡strat¡on fee for the 1975 conference in New Orleans
was $7.00, including a copy of the Proceedinqs, and the hotel
rate was $20.00 for a single room. On the other hand, pre-

registration fee for the 1989 conference in Little Rock was set at

$30.00 including a copy of lhe Proceed¡nqs and the single room
rate was $59.00, a figure which matched the previous high of that
in 1983 for the conference in New Orleans. The 1983 conference
was additionally significant in that it marked the third time the
annual meet¡ng had been held in New Orleans, previous years
be¡ng 1968 and 1975. On several occasions, a separate fee had
been charged (i.e., $5.00) for the official publicatíon of SCOLT:

Dimension. This option in the registration package Proved
impractical and costly and was abandoned in 1985' Since then,
the cost of a copy of the proceedings has been included in the
registration package as had been the case originally'

The following chronology displays the convention sites (cities

and hotels) for the period 1974 through 1989'
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During the years 1975 and 1976, the Board of Directors of
SCOLT had opted for a joint meet¡ng between SCOLT and a state
foreign language teachef organization. The only precedent for
such an arrangement had been a meeting jointly held in Atlanta
with ACTFL in 1972. A decision was reached to venture a joint
conference with the Florida Foreign Language Association (FFLA)

based on the recommendations of members of the SCOLT board
who were also members of the FFI-A board and influential
teachers in the state of Florida.

The first year in Florida in 1977 was extremely successful
since FFI-A had a history and trad¡tion of having a strong annual
meeting and good attendance was assured since leachers
statew¡de were given a professional leave to attend the meeting.
More than 700 anended this meeting. ln most cases, SCOLT has
sought to work with the state language teachers associations, all
of which have varied in degree of organization, influence, and
presence from state to state.

The agreement signed by SCOLT and FFIA remained the
model for joining conferences w¡th state teachers organizations.
The professional objective has always been that of bringing to the
state w¡th combined resources and personnel a much better
conference that either of the groups could achieve alone. This
objective has been met again and again throughout the twelve
years of this program.

Organ¡zat¡ons with SCOLT:1974
1975
1976
1977
1978
1979
1980
1981
1982
1983
1984
1 985
1 986
1987
r988
1 989

Atlanta
New Orleans
Atlanta
Orlando
San Antonio
Atlanta
Charleston
Atlanta
Richmond
New Orleans
Birmingham
Atlanta
Orlando
Atlanta
Charleston
Little Rock

Stouffers
Hotel Monteleone
Atlanta Biltmore
Carlton House
The Saint Anthony
Hyatt Regency
The Francis Marion
Shefaton Airport
The John Marshall
Sheraton New Orleans
Birmingham Hilton
Ramada at Capitol Plaza
Sheraton Orlando
West¡n Peachtree Plaza
Charleston Marr¡ott
Arkansas Excelsior

1577
1 978

1979

1980

1981

1982
1 983

1984

Florida Foreign Language Association (FFLq)
Texas Foreign Language Association CfFLq)
and Texas Teachers of English as a Second
Language CI-EXTESOL)
American Council on Teaching Foreign
Language Teaching (ACTFL)
South Carolina Conference on Foreign
Language Teaching (SCCFLÐ
Foreign Language Association of Georgia
(Fr-AG)
Virginia State Department of Education
Louisiana Foreign Language Teachers
Association (LFLTA)

Alabama Association of Foreign Language
Teachers (AAFLT)
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1985 Foreign Language Association of Georgia
(FLAG)

1986 Florida Foreign Language Association (FFLA)

1987 American Council on the Teaching of Foreign
Languages (ACTFL)

1988 South Carolina Conference on Foreign
Language Teaching (SCCFLT)

1989 Arkansas Foreign Language Teachers
Association (AFLTA)

SCOLT has never been a rich conference' Money was

borrowed for its founding and many believe that the early

production of the annual c
The major expenses have been mainly

those connected with the annual conference'

These have included but rily been limited to
publication of
expenses for

inter meeting,
the Execut¡ve

the amount that one could receive and was payable only if the

member could not procure funds from other sources, and, the

corporat¡on would pay for expenses only so long as funds were

available in the treasury.
SCOLT derived its income principally from sponsors/patrons'



48 James S. Gdes

1985 Foreign Language Association of Georgia
(F]-AG)

1986 Florida Foreign Language Association (FF[A)'1987 Amerícan Councíl on the Teaching of Foreign
Languages (ACTFL)

1988 South Carolina Conference on Foreign
Language Teaching (SCCFLT)

1989 Arkansas Foreign Language Teachers
Association (AFLTA)

SCOLT has never been a rich conference. Money was
borrowed for its founding and many believe that the early
founders used their personal funds to defray expenses of those
early conferences. Following a small turnout in Memphis in 1973,
the coffers were nearly empty. The board rose to the emergency
and through frugality and wit managed lo survive and keep the
organization afloat on an uncertain economic sea. Fonunately,
succeeding endeavors provided adequate funds for lhe
production of the annual conferences,

The major expenses of the corporatíon have been mainly
those connected with the production of the annual conference.
These have included but have not necessarily been limited to
honoraria for speakers and workshop presenters, publication of
the conference program and the proceedings, and expenses for
publicity. Nevertheless, in January 1975, at the winter meeting,
the SCOLT Board of Directors voted to compensate the Executive
Secretary at a rate of $25.00 per month; and in 1977, the salary
was raised to $50,00 per month. Then in 1982, the salary was
increased to $2500 per annum. Moreovef, in 1982, the board
adopted a precedent setting policy relative to appropriations and
expenses when it voted to defray a port¡on of each member's
expenses in attending the w¡nter meet¡ng. As a safety valve, two
condit¡ons had to be met: as a cap of $200.00 was placed on
the amount that one could receive and was payable only if the
member could not procure funds from other sources, and, the
corporation would pay for expenses only so long as funds were
available in the treasury.

SCOLT derived its income princÍpally from sponsors/patrons,
exhibitors and registrations for the annual conference. A
concerted effort on the part of the board has been made for
years to keep the expenses within reach of teachers who wanted
to attend the meeting but who had no financial support from this
institution or school districts. The registration fee of $35.O0 in
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Charleston ¡n 1988 was the highest in the history of SCOLT, yet
in comparison with registration fees of other s¡m¡lar conferences
it was very reasonable, Likewise, the fee of $40.00 for an

institution as a sponsor was a new high when voted in 1987. For

25 years, SCOLT has had to do a lot w¡th a little when ¡t came to
finances. sponsors and patrons have been the most reliable
source of income for the conference since its founding. Some
colleges and organizations have been sponsors and/or patrons

for years without ¡nterruption whereas others have come and
gone, reflecting the changing perception of the worth of the
conference as personnel have changed in their organizations'
Since there are no membersh¡p dues, the contr¡but¡ons of the
sponsors and patrons have been indispensable in providing the
conference with seed money for carrying out its mission'

The corporation, Southern Conference on Language
Teaching, lnc., is personified in a group of eight educators who

are known as the Board of Directors of the Southern Conference
on Language Teaching. lt is they who are responsible for the
operat¡on of the corporation and the implementation of an annual
meeting for teachers of languages in the region covered by the
conference.

During the early years follow¡ng its founding, the SCOLT

Board of D¡rectors was theoretically composed of persons who

fe bY the Conference. As a
re riginalSteering Committee,
th Sanford Newell, Karl Pond

and George Wilkins) chose 12 vas the number necessary to
compose the Board of Directors. ln 1982, the change was
approved in 1982 to lower the number to eight members, by

electing over a period of four years only two rather than three
new members to the board.

the Adv¡sory Board. The board has had staunch members who

took the¡r position seriously and promoted the cause of lhe
organization.

As the members of the Board of Directors of SCOLT became
aware that they could make a more significant contr¡bution by
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1 984

'1989

1974
1 975
1976
1977
1 978
1979
1 980
1 981
1 982

James S. Gates

working in the month -to-month operation of the organization,
working committees (program, finance, exhibits, editorial, publicity)
were formed and began to make noticeable improvements ¡n the

operation of the organization. Most obvious to public view have
been the program, editorial, and publicity endeavors'

Following the 1984 meeting in Birmingham, the Board
appointed co-editors for the Proceedings of that year. Since that
time, T, Bruce Fryer and Frank Medley have served as co-editors
of the Dimension. ln 1988, an editorial board of leading
educators who publish was formed to referee articles chosen for
publication, Thus the proceedings of the annual conference have

been elevated from a compendium of papers read at a reg¡onal

meeting to a prestigious journal of refereed scholarly articles with

national renown. Some of those who consented to serre on the

editorial board made significant contr¡butions to SCOLT through
other publications. ln 1979 Genelle Morain edited a special
ed¡tion of Dimension entitled Folklore: Linkinq Life to Lanquaqe;
and Thomas C, Cooper, edited a special publication of the
ACTFL/SCOLT Task Force on Research in Foreign Language
Education entitled Research Within Fìeach in 1985.

Providing a program that SCOLT conference participants

have come to expect and which has substance as well as

attraction has been no easy feat. The reputation of SCOLT in this
arena has been outstanding. Coordinating and staging such an

event have required time, patience, ingenu¡ty and brains, This

monumental task has been efficiently accomplished during the
past five years by Rosalie Cheatham of Arkansas and Laura

Walker of Oklahoma,
The following list shows the chairpersons of SCOLT, 1974-

Genelle Morain
Joanna Crane
Max Gartman
Mary Metz
Frederick Jenks
William Heflìn
Caro Feagin
Jack Brown
Howard Altman
Martha McClure
William Holdbrooks
William Holdbrooks

Georgia
Alabama
Alabama
Louisiana
Florida
Tennessee
Georgia
Mississippi
Kentucky
Georgia
Alabama
Alabama
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working in t of the organizat¡on,
working com its, editorial, publicity)

were formed imProvements in the
operation of the organÞation. Most obv¡ous to public view have

been the program, editorial, and pubticity endeavors'
Following the 1984 meeting in Birmingham, the Board

appointed co-editors for the Proceedings of that year. Since that
tÍme, T. Bruce Fryer and Frank Medley have served as co-editors

of the Dimension, ln 1988, an editorial board of leading

educators who publish was lormed to referee art¡cles chosen for

publication. Thus the proceedings of the annual conference have

been elevated from a compendium of papers read at a regional

meeting to a prest¡g¡ous journal of fefereed scholarly articles with

national renown, Some of those who consented to serve on the

editorial board made significant contr¡but¡ons to SCOLT through
other publications. ln 1979 Genelle Morain edited a special

edit¡on of Dimension entitled
and Thomas C. CooPer, e
ACTFUSCOLT Task Force on Research in Foreign Language

Education ent¡tled Research Within Reach ín 1985.

Providing a program that SCOLT conference part¡cipants

have come to expect and wh¡ch has substance as well as

attraction has been no easy feat. The lePutation of scoLT in this

arena has been outstanding, Coordinating and staging such an

event have required time, patience, ingenuity and brains, This

monumental task has been efficiently accomplished during the
past f¡ve years by Rosalie Chealham of Arkansas and Laura

Wdker of Oklahoma.
The following list shows the cha¡rpersons of SCOLT, 1974-

1 989:
1974 Genelle Morain Georgia
1975 Joanna Crane Alabama
1976 Max Gartman Alabama
1977 Mary Metz Louisiana
1978 Frederick Jenks Florida
1979 William Heflin Tennessee
1980 Caro Feagin Georgia
1981 Jack Brown MississiPPi
1982 Howard Altman KentuckY

Manha McOlure Georgia
1983 William Holdbrooks Alabama
1984 William Holdbrooks Alabama
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1985 Frank Medley S.Carolina
1986 Christa Kirby Florida
1987 Robin Snyder W,Virginia
1988 John Austin Georgia
1989 Paula Fordham S.Carolina

Those persons who have been members of the Board of
Directors of the Southern Conference during the years 1975-1989
are listed below:
Howard Altman 1978-1982 Kentucky
Francis Amelincx 1988- Louisiana
John Austin 1985-1989 Georgia
Rilda Baker 1980-1981 Texas
Wendolyn Bell 1973-1977 Tennessee
C. Lee Bradley 1984-1988 Georgia
Shirley Briggs 1979-1983 Tennessee
Jack Davis Brown 1977-1981 Mississippi
Carol Cargill 1986- Florida
Rosalie Cheatham 198O-1983;

1 985-1 986;
1587- Arkansas

William Clapper 1976-1980 Virginia
Joanna B. Crane 1971-1975i

1987- Alabama
Dorothy DiOrio 1975-1979 Alabama
Gregory Duncan 1982-1985 Georgia
Caro Feagin 1976-1980 Georgia
Wayne Figart 1986- North Carolina
James Ford 1979-1980 Arkansas
Paula Fordham 1980-1981;

1985-1989 South Carolina
Ernest Frechette 1976-1977;

1980-1984 Florida
T, Bruce Fryer 1976-1980 South Carolina
Max Ganman 1972-1976 Alabama
James S. Gates 1973-1974 Georgia
Barbara Gonzalez 1977-198'1 Texas
Clemens Hallman 1574-1978 Florida
William Heflin 1975-1979 Tennessee
William Holdbrooks 1980-1984 Alabama
Fredreick Jenks 1974-1978 Florida
Mary Johnson 1971-1975 Florida
chr¡sta Kirby 1983-1987 Florida



52

Frank MedleY
Mary S. Metz

Manha McClure
Genelle Morain
W. GuY Oliver
Evelyn Page
Jeanne PalYok
Gloria Patron

Marilyn PhilliPs
Flossie Foxx Rann
Sue Reynolds
Helen V. Saunders
Arlene Schrade
Robin Snyder
Laura J. Walker

George Wilkins

James S. Gaes

1 981 -1 985
1974-1978

South Carolina
Louisiana/
Maryland
Georgia
Georgia
Georgia
Virginia
South Carolina

Louisiana
West Virginia
North Carolina
Tennessee
West Virginia
MississiPPi
West Virginia
Louisiana/
Oklahoma
Louisiana

1 978-1 982
1971-1975
1 988-
1981-'1985
1972-1976
1 978-1 982;
1 985-1 986
1 979-1 983
1977-1980
1972-1976
1 975-1 979
1 982-1 985
1 983-1 987
1 984-1 988

1973-1977
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Frank Medley
Mary S. Metz

Martha McClure
Genelle Morain
W. Guy Oliver
Evelyn Page
Jeanne Palyok
Gloria Patron

Marilyn Phillips
Flossíe Foxx Rann
Sue Reynolds
Helen V. Saunders
Arlene Schrade
Robin Snyder
Laura J. Walker

James S. Gaes

1 981 -1 985
1574-1978

South Carolina
Louisiana/
Maryland
Georgia
Georgia
Georgia
Virginia
South Carolina

Louisiana
West Virginia
North Carolina
Tennessee
West Virgínia
Mississippi
West Virginia
Louisiana/
Oklahoma
Louisiana

1 978-1 982
197'l-1975
1988-'
1 981 -1 98s
1972-1976
1978-1982;
1 985-1 986
1 979-1 983
1 977-1 980
1972-1576
1975-1979
1982-1985
1983-1987
1 984-1 988

George Wilkins

ln conclusion, many organ¡zations devoted to language
learning, teaching and research have mainta¡ned the ncessary
cont¡nuíty and, to some eltent, established their ¡dentity
through an officer of the organizat¡on, The Executive Secretary
of SCOLT has been the key person in the operation of the
Corporation from ¡ts founding. Whereas chairpersons have
served usually only a year, the Executive Secretary, elected by
the Board, has served many terms, ex officio. Bostick, Epting,
Gates and Bradley, with a few short-termers interspersed, have
served the organization as Executive Secretary during these
first twenty-five years, and the Corporation and the conferences
have been stamped by their personalities, styles, and
competencies.

The dutíes of the office have changed through the years
from those of being a general secretary to those of being the
chief executive officer who has been given the legal
responsibilities of serving as custodian of the funds, the seal
and the legal documents of the corporat¡on. The Executive
Secretary has always worked wilh the conference chairperson
and more recently with the program chairperson in planning,
developing and carrying out the annual conference, a feat of
tremendous portions. Until the establishment ¡n 1984 of the

1973-1977
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post of Editor of the Proceedinqs, the Executive Secretary
received from the chairperson the manuscÍ¡pt of Dimenslon and
had the task of getting the work copyrighted, published and
d¡stributed. The reduction in size of the Board in 1982
resulted, among other things, in members becorning more
involved in the operation of the organization from conference to
conference. The Executive Secretary became less the tireless
toiler and more the shrewd coordinator of all the many act¡v¡ties
being carried out and designed to culminate in an outstanding
annual conference. Remuneration for this officer began with a
'thanks for a job well-done" and became a tang¡ble in 1975

with an honorarium of two thousand five hundred dollars per
annum, A great professional commitment has been
demonstrated by the persons who have served as Secretary-
Treasurer and Executive Secretary of the Southern Conference.

Looking back historically, one can recall that in the
eighteenth century only a few political theorists dreamed that
the United States of America would rise to the stature of a
world power; only a few educators in the nineteenth century
believed that such a vast number of the colleges and
un¡versities founded in that century would suryive as prestig¡ous
centers of learning; and, only a few language teachers thought
that the Southern Conference would survive in the turbulent
twent¡eth century. Not only has the Southern Conference
survived, it has, in the words of a famous Southern writer,
prevailed. As the years have passed, the Conference has
grown and has triumphed because of those who demonstrated
their devotion, commitrnent and loyahy either as officers, Board
members, attendees, sPonsors, patrons, presenters, presiders,

exhibitors or well-wishers. Those who were involved during this
year in the h¡story of the organization would be likened unto a
runner in a relay race who received the baton from the
founders. Taken smoothly and without breaking stride, the
baton was carried carefully so that the nen runner had ne¡ther
time nor distance to make up as the course turned into the
nineties, From the successful hands of those of the years of
progress ¡nto hands of even greater potential, the legacy of the
Southern Conference on Language Teaching, with all its
vicissitudes, has been fervently passed. Selah.
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M ULTI-SENSORY EXERCISES :

AN APPROACH TO
COMMUNICATIVE PRACTICE
(Reprinted from Dimension: 1975)

Theodore B. Kalivoda
The Universlty of Georgia

During the 1950's and 60's drills as a learning and pract¡ce
techniqus dominated lhe language scene. The concept fit into
lhe philosophy of the time which stressed formation of new and
automatic language habits. The present decade blought a new
emphasis. Tired of tedious repetitions, substitut¡ons, and
transformalions which were made wÍthout thoughl tor the
messages behind them, the profession underscored the
importance of meaningfulness-a quality which is realized when
learners feelthey are really communicating something of value to
them,

The idea of pract¡c¡ng with drills has been almost lost in this
new communicat¡on trend. The present direction is to let the
learner say what is meaningful to him-a powerful motivational
force, but a rather quixotic dream when not tempered with the
reality of laying a foundation of basic structural competence.
There is no easy way to learn foreign languages, A student
either comes to grips with learning structural and syntact¡c
elements or he does not learn to communicate, unless he is to
be content with a Tarzan-type system ('Me Tarzan, you Jane').

What can realistically be expected of a student left to his

own devices for language practice? Chances are he will be hard
pressed to come up with ways to use what he has stud¡ed
cognitively. He needs help, and he looks to the instructor to
provide some context for go¡ng beyond lhe analys¡s stage of
language learning. What kind of conteìû must it be? Cenainly it
cannot replicate that of the aft¡ficial and boredom-producing drills
of the fifties and sirties. Somehow it must be meaningful and
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commun¡calive ild at the same t¡me be structufed sufficiently to
g¡ve pract¡ce toward functional command o.f basic grammat¡cal
components.

I shall pursue this quest ¡n lhis paper, f¡rsl by present¡ng a
brief review of lhe communicat¡ve sta¡us ol dr¡lls, and second ty
shar¡ng a technique wh¡ch may hold lhe prom¡se of br¡nging dr¡ll
act¡vily closer to communical¡on lhan perhaps it ever has been,

My lìrst step ¡s to make a plea fof moderalion. lt ¡s tempt¡ng
10 g¡ve ourselves 1o every new ¡dea or trend that comâs along,
our eilhusiast¡c suppon d wh¡ch often causes us to deny or at
least to forget the wisdom ga¡nsd from accumulated learning of
the past Apply¡ng the concept of moderat¡on 10 Pfact¡cing the
foreign language in the classroom, I suggest we hold up the
caution s¡gn to lhose who, ¡n the¡r zeal for communication, would
have us al¡enale ourselves from anyth¡ng remin¡$ent of clrill
practics. We righlly confess ths l¡m¡tations of the dr¡ll era ot past
decades, but l¡kawise we can altribute to it cenain strengths.

Although dr¡lls are characleristically mechanical ¡n nature
and have suffered extens¡ve abuse, they pfovide a mæns of
ga¡ning funct¡onal cmtrol of l¡ngu¡sl¡c units wh¡ch olheruis€ mighl
nol be acquired. lllustrative of th¡s point are the repet¡t¡on dr¡ll

and the súbslitut¡on dr¡ll. The lormer is often done ¡n
pronunciaùon pract¡ce almed at rel¡n¡ng producl¡on of cêrta¡n
sounds. Emphas¡s here is on art¡culat¡on, and no pretense ¡s

made to h¡de ¡ls mechan¡cal nature. The subst¡tution drill can be
carried out with struclural or lexical changes to develop aúomalic
use of l¡ngu¡st¡c units ¡n veried contexts Although some teachers
undilbtedly use th¡s type of dr¡ll on a purely mechan¡cal level,
probabfy most recogn¡ze its polentially damag¡ng effect on
sludent ¡nlerest, and in one rvay or another, atteiîpt to get
ludents lo lhink about what lhey are say¡ng dur¡ng the exerc¡se.
Th¡s is done eas¡ly with nouns Wilkinsl poiils out how in the
stimulus--'l'm look¡ng for the watch.{-the noun can be cuod with
a p¡cture or, better yêt, w¡th the objecl itself. Teachers with a
good understand¡ng of "audiol¡ngualism" enhanced lhe¡r dr¡ll work
wùh this kind of visual ¡mpact They likewise brought ¡n

meaningfulness with olher elements loo, for one need not stop
with nouns but can dsal mean¡ngfully wilh vsrbs as well lt is
true that vefbs are often of an abslracl nalure (for example, hope,
fe€|, want) whose meaning ¡s hard to define lhorough visuel a¡ds.
When no other ræourse exisß on such items, a raP¡d-Rre

lranslation may prove of value. But ¡n many situations (for
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communicative and at the same t¡me be structured sufficiently to

give practice toward functional command of basic grammat¡cal

meaningfulness with other elements too, for one need not stop

with nouns but can deal meaningfully with verbs as well' lt is

an abstract nature (for example, hope,

is hard to define thorough visual aids'
exists on such items, a raPid-fire

value. But in manY situations (for
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example, "l'm looking for the Watch.") students' memory on the
meaning of the verb can be jogged through dramatization, if the
instructor can cope with a certain amount of clownish behavior
without feeling foolish in front of his students.

Professional literature has its recommendations and
descriptions of drills which are supposed to make language
practice more meaningful and hence more palatable to students.
Many of the attempts, however, tend to share a common feature
of superficiality of intent, for it is obvious that as they are
conducted, the ¡nstructor is not really interested in the responses
for the sake of their message, but rather for language pfactice
itself. Such a tendency is often seen in question answer practice;
for example, "Are you cold?* or'Do you like to go to the beach?"
Although such questions conceivably could arise out of situations
which elicit sincere concern on the part of the instructor toward
the student's state of feelings, they are generally intended for
mere pract¡ce of structural forms. We can expect the student to
be rather bored with the whole activity because, as Rivers says,
he ". . . is not communicating anything that ¡s of real impon to
him nor receiving any genuine message,"2

A drill which comes somewhat closer to reality is one called
the communication drill.3 Here, according to Paulston, "The
student has free choice of answer, and the criterion of selection
here is his own opinion of the real world--whatever he wants to
say." The question "What did you have for breakfast?" for
example, although likely to elicit a reply about food, still gives the
learner a choice of foods, but furthermore allows the possib¡l¡ty
of an answer like "l overslept and skipped breakfast so I wouldn't
miss the bus.' Students must be ¡nstructed to answer truthfully
to make this kind of drill successful. lt is obviously a drill for
more advanced students.

Another attempt toward communication with drill is made by
Palmer, in which a hypothetical s¡tuat¡on is established for student
response. He suggests, for example, that students be presented
with the following stimulus: "Karen, iÎ you and Susan came to
class at 8 a.m. and it was winter and the room was dark at 8
a.m., what would you tell Susan?"4 Although this drill may have
merit with foreign students learning English and perhaps with
learners of some other languages, it unfortunately has
shortcomings with a language like Spanish. ln eliciting the
answer-r'l would tell Susan to turn on the light"--iÌ is limited for
use wÍth advanced students having studied Ìhe conditional tense
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and the past subjunct¡ve, But more serious is that, like so many

other drill approaches intended for meaningful practice, it has no

built-in indicators to ¡nsure that students will understand the

meaning of the various language elements conte¡ned ¡n the

stimulus. The idea of understanding the stimulus is a most
important point, for no student can proceed with the problem to

be practrced when he is confused over the elements of the very

first step,
We are faced, therefore, with the task of finding a type of

drill which applies to any level of a language and whích at the

same time stimulates and maintains student ¡nterest as well as

makes the meaning of the units being drilled crystal clear. A

of Georgia has shown its promise as an important means for

conducting meaningful drill.
The Audio-Motor Unit basically involves a series of

commands on a central theme which is presented orally and

acted out by the teacher for students to listen to and observe.

Later, students are asked to ioin in the motor ac{ivily as they hear

the commands. These steps capitalize on the combined effect of

learning through sound, sight and physical movement. To give

all members of this multi-language audience an opportun¡ty to see

the pedagogical possibilities of this technique, I shall give a
number of commands in an imaginary language and act them

out. I shall ask you to associate the oral utterances with the

motor activity toward the end of being able to respond physically
yourselves when you hear the cues.

kufasa munaki (Raise Your arms.)
kifoka zani (Extend them sidewards')
kifoka ná (Ertend them backwards.)
kifoka sú (Extend them foMard.)
petu manafa (Move Your finger.)
kumana munaki (Lower your arms')

Now listen and observe again. (Above repeated') Now join with

me in the actions this third time as you hear the commands,
(Above repeated.) To test what you have learned, now obey a

fourth repetition of the commands without my model movements

for imitation,



58 Theodore B. l(aliyoda

and the past subjunctive, But more serious is that, like so many
other drill approaches íntended for meaningful practice, it has no
built-in indicators to insure that students will understand the
meaning of the various language elements contained in the
slimulus. The idea of underctanding the st¡mulus is a most
imponant point, for no student can proceed with the problem to
be practiced when he is confused over the elements of the very
first step.

We are Íaced, therefore, w¡th the task of finding a type of
drill whlch applies to any level of a language and which at the
same time stimulates and maintains student interest as well as
makes the meaning of the units being drilled crystal clear. A
strategy believed to provide the foundation for a drill with this
unique combination of elements is the Audio-Motor Unit-a
technique designed in¡t¡ally for developing lis-tening
comprehensions and later extended successfully to the teaching
of culture.6 Fufther use of the Audlo-Motor Unit at the University
of Georgia has shown its promise as an important means for
conducting meaningiful drill.

The Audio-Motor Unit basically involves a series of
commands on a central theme which is presented orally and
acted out by the teacher for students.to listen to and observe.
Later, students are asked to io¡n in the motor activity as they hear
the commands. These steps capitalize on the combined effect of
learning through sound, sight and physical movement, To give
all members of this multi-language audience an opportunity to see
the pedagogical possibilities of this technique, I shall give a
number of commands in an imaginary language and act them
out. I shall ask you to associate the oral utterances with the
motor activity toward the end of being able to respond physically
yourselves when you hear the cues.

kufasa munaki (Raise your arms.)
kifoka zani (Extend them s¡dewards,)
kifoka ná (Ertend them backwards.)
kifoka sú (Extend them forward.)
petu manafa (Move your finger.)
kumana munaki (Lower your arms.)

Now listen and observe again. (Above repeated.) Now join with
me in the actions this th¡rd t¡me as you hear the commands,
(Above repeated.) To test what you have learned, now obey a
fourth repet¡t¡on of the commands without my model movements
for imitation.
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As you can see, comprehension of the strange sounds of a
new language quickly takes place, because the meanings behind
the sounds arc obvious through molor response. The
combination of sight, sound and motor activity seems to facilitate
learning. A caution in using this strategy, which I am sure you
have recognized through participation in the exercise, is to mix up
the commands in subsequent pract¡ce sessions; otherw¡se,
students tend to memorize the sequence of actions without
regard for the sounds, which action is of course alien to our
purpose.

Recognizing the possibility that the sample unit shown may
be held by some to be too bizarre or infantile for use with their
particular level of students, I call your attention to the fact that
un¡ts can be designed on any number of themes, many of which
fit in nicely with the classroom environment. For example:

Enqlish Spanish

Pick up lhe book.
Wipe off the cover
Open the book,
Put your finger on
the page.

Coge el libro.
Limpia la tapa,
Abre el libro.
Pon el dedo en la
página.

Put it at the top of Ponlo arriba en la
the page página.
At rhe bottom of the Al pie de la página.
page.
Go to the front of Anda al principio del
the book. libro,
Go to the back of Anda al final del
the book, libro,
Go to the middle of Anda al medio del
the book. libro.
Slam it shut. Ciérralo de golPe.

So far we have dealt only with listening comprehension. A
logical continuation ¡s to use the Audio-Motor Unit as a foundation
for speaking activity. Any one of the commands can serye as a
base for extensive pattern pract¡ce either in terms of new learning
or review. When the instructor utters and then acts out 'P¡ck up
the book," for example, he can provide speaking practice w¡th
both subject and verb form changes as illustrated through the
following:
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lnslructor: Pick uP the book, John.
What are You doing?

John: l'm Picking uP the book'

lnstructor: What is John doing, Mary?

Mary: He's Picking uP the book'

lnstructor: l'm pÍcking up the book, too'
What are You and I doing, John?

John: We're Picking uP the books'

lnstructor; Pick up the books, John and Mary'

What are theY doing, Joe?
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e book, John.
you doing?
J up the book.
lhn doing, Mary?
1g up the book.

, up the book, too.
you and I doing, John?
:ing up the books.
e books, John and Mary.
:hey doing, Joe?
;king up the books.
¡ far is to pull out a command
1¡t context and Io add a fourth
--to the already experienced
and motor activity. A highly
,lished through the ¡nstructor's
nderstanding of the element being
motof responses.
rication, the same questions can
f other tenses and modes, lf we
for example, we would find it

rllowing tenses: present (CglO,

liendo), past progressive (estaba

'eter¡te (coqû, present perfect (he

a coqido). Even future tense can

¡ kind of cue is given: "Tomorrow
Show me and tell me what you'll

:e in the imperatlve mode can also
n, tell Mary to pick up the book"),
estions w¡th their appropriate verb
3 you doing?, "What did you
rorized first. But once these are
lommunication actlvity is oPened

nount of interesting practice has
'lly. Other forms can also be
and practiced within their motor

"Put your finger on the top of the
book," etc. provide even further

l

:o the exfent of the instructor's
vlotor Units around whích drills are
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built, Commands requiring students to respond physically and
then to talk about the response can produce highly interesting
and even hilarious situations which, of course, not only provide

talk with understanding but which also hold the attention of the
entire class.

This approach to language practice is not ent¡rely now.

Drills presented by means of segLlèrltiâl situatÍons were

recomrnenclecl by GouinT in the nineteenth cerltury as well as by

JespersenB back in 1904. ln more recent times' Oller and

Obrechts cotrducted an experiment on what lhey termed

"informational sequence" which supponed learning through a
sequential situation approach. Schumannl0 likewise argued for
its use as he described the "situational Reinforcement" technique
of the lnstitute of Modern Languages in Washington, D'C.

Paraileling the Audio-motor Unit idea in many respects,

"situational Reinforcement" has grown into a method for which

materials are being produced commercially,ll Like other drills,

however, it contrasts significantly in its assumption that students

will understand the stimulus (for example, "Juan, do you have any

change?")12 on the basis of previous learning. The Audio-Motor

based drill, on the other hand, ensures meaning as it combines

an oral command with physical action on the part of the teacher

for alt to see and then to be reinforced by motor response' A

limitation, of course, is that it can deal only with verbs whose

meaning can be acted out, There are hundreds of verbs,

howevei, that fall into this category and wh¡ch furthermore can be

learned in a variety of Structural oontexts. The Aud¡o-Motor based

drill, then, holds prornise for a great deal of effective practice in

the classroom,

present a means of extending even further the idea of multi

sensory exercises. Consider the following English-Spanish Audio-

Motor Unit.

Pick up the bottle of wine,
Coge la botella de vino,
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Run your fingers over the bottle'
Pasa los dedos Por la botella.

Squeeze it. lt's sPongY.
Apriétalo. Parece esPonioso'

Throw it uP in the air'
Tíralo al aire,

It's smooth.
Es lisa.

Touch the neck of the bonle.
Toca el pico de la botella'

Touch the fat part.

Toca la parte de abajo,

Touch the cork. lt's dry, isn't ¡t?
Toca el corcho. Está seco, Lverdad?

light.
liviano

It's
Es

Smell the wine.
Huele el vino.

Take out Your handkerchief.
Saca tu Pañuelo.

Pour a little w¡ne on ¡t.

Moja el Panuelo con el vino'

Feel the wet Part.
Toca la Parte mo¡ade'

Pick up a glass and the bottle'

Coge un vaso Y la botella,

Clink the bottle and the glass.

Suena la botella con el vaso.
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'erdad?

ir?
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Listen to the clink.
Escucha el sonido,

Pour a little wine.
sírvete un vaso de vino.

Taste it.

Pruébalo.

How sour! Make a face.
iQué agrio! Haz una mueca.

Pound the bottle against the table
Golpea la botella contra la mesa.

Listen to the loud sound.
Escucha el sonido que hace.
Es alto, Lverdad?

Pound the bottle against your hand.
Golpea la botella contre la mano.

Listen to the thud.
Escucha el sonido que hace.
Es bajo, Lverdad?

A quick analysis of this unit shows its construction to be centered

around four add¡tional sensory perc€ptions: (1) touch (for

example, 'Run your fingers over the bottle. lt's smooth.'); (2)

taste (for example, Taste it. ft's sour,'); (3) sound (for example,

'L¡sten to the clink'); and, (4) smell (for example, 'smell the

wine."). Accompanying the already built-in reinforcers of the basic
Ar¡dio-Motor Unit (hearing, seeing and rnotor activity)' the

additional senses of touch, taste, sound and smell all combine
to create a practice exercise replete with meaningfulness.
lnsertion of speaking practice extends the usefulness of the
exercise even more.

As a final part of this discussion, I will make a few comments

about testing procedures with multi-sensory exercises. I will limit

my remarks to paper and pencil tests in a group setting, .an
aþproach which I sere as decidedly inferior to face-to-face têst¡ng
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of individual students, but which is more practical in terms of time
required for administration.

The listening portíon of an Audio-Motor Unit can easily be
tested by translation of the foreign language commands to
English. Although translation holds the disadvantage of forcing
the student to switch from one linguistic system to another, it
takes advantage of the native language to determine quite
precisely the extent of listening comprehension skill. lts strength
lies in its requirement for act¡ve product¡on on the part of the
student rather than for selection of multiple choice items which is

mere recogn¡t¡on ot passive knowledge,
Goíng beyond listening comprehension, students can be

asked to respond ¡n writing in the foreign language as the
instructor utters an oral command followed by a question eliciting
description of the related motor activity; for example,
lnstructor's oral command: Pick up the bottle of wine.
lnstructor's oral question: What am I doittg?
Student's written reply: You're picking up the bonle of wine.
The second approach is similar to the first except that in place
of the oral command the instructor acts it out, students
associate the language they learned which accompanies the
motor activity, and in the foreign language they wr¡te what the
instructor Ís doing. Of course, as with the actual drill sessions
used for learning the language forms, tense changes ("What did
I do?,'' ''What have I done?," etc.) as well as pronoun changes are
employed for testing.

ln conclusion, I think it is fair to adm¡t that there is an
element of quixotism in all this talk about communication in the
foreign language classroom unless we are talking about teachers
who have a good deal of language proficiency themsefves.
Perhaps th¡s is the reason why some, recognizing their limitations,
resort to teaching merely the forms of the language. Gaarderll
suggests aiding them by furnishing a manual which contains the
language needed for the communicative venture. This may be
useful, but it cannot help but fail to provide all the language,
especially that which so often must occur spontaneously. what
is needed is a personal command of the language of common
everyday speech, which is difficult to acquire except through
extensive linguistic contact with native speakers. Some teachers
may be fortunate to have this opportunity available to them in
their own communities, while others, at considerable sacrifice,
may have to seek ¡t out elsewhere, even to the point of taking up
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periodic residence abroad, The important point is that some kind
of continual growth in competence with the foreign language be

experienced by all of us. Through our design of multi-sensory
exercises we will undoubtedly be confronted by our inadequacies
with common everyday forms of our second language' We talk
easily about lessons in the textbook, but can we handle the
myriads of other situations that make up ordinary speech? As we

attempt to write meaningful exercises for use in our classrooms
we will undoubtedly falter at one t¡me or another' But here is
where contact with nat¡ve speakers will avail us in both design of

materials and increase in personal language proficiency.

Teaching for communication calls for a supportive
relationship between communicative techniques and teacher

competence in the language, I believe we must be continually
concerned with both elements, for without them, it will be difficult

to make our foreign language teaching really very exciting and

meaningful.
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these activities must be suited to the limited repertoire of the

beginner, who constitutes the bulk of our enrollments; and

beðause teachers don't have endless t¡me to seek out different

formats, it would be very useful for us to have available formats

that can be reused with ditferenl content as we move from topic

to topic.
ln addition, we need activities which will help students to

communicate about the sign¡ficant notions in the target language

(common topics such as clothing, food, body Parts, furnishings,

etc. and common situations such as buying food, servicing a car,

small group format and factors to keep in mind when using it, I

shall discuss characteristics of the good activity and then pfesent

examples of six different reusable small-group communicat¡on

formats,
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Besides needing a body of interesting activities that facil¡tate

communicative interaction in the above four categories we also

need formats for our activities which maximize the students'

the time in the usu (Valette'

1978). These stat Potential
advantage in small class at

once mi-n¡mizes th udent is

someone besides the teacher' The teacher is not the only

person with whom the student can have a valuable

communicative exchange, and the move to communication-

centered teaching calls for a move from teacher-centered to

grou and K
mean from two to six

pers langua oses anY larger

grou or ens cipation bY each

group member.

BENEFITS AND ADVANTAGES

The potentiat benefits and advantages to using small group

communications activities can be great' As noted previously, an

obvious first benefit is in the increased amount of time available

to each student to participate, ln addition, there could be

numerous affective benefits F¡rst of all, studies of students'

projected goals in second language study and of their post-class

ieaôt¡ons io second,language study indicate that the students

most valued learning to speak Westphal, 1978)' A small-group
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communication emphasis offers the potential to help the students
meet their speaking objectives,

Further, many second-language students are shy about
speaking before a whole class. The small group format has the
potential to alleviate that shyness (Paulston and Selekman, 1978).
Students generally feel much more comfortable about participating
in a group of three or four other learners.

Mot¡vation is often greater in a small group activity. As
previously noted, the student doesn't have to wait so long
between turns when working in a small group. His/her attention
is less likely to wander. Further, when real information is being
exchanged, interpersonal involvement among the students is

greater (Ur, 1981), Attention is less likely to wander for this
reason also. Altogether then, the possible affective benefits ot
this format are numerous,

Small-group communication can also constitute integrated
language practice, Further, thís practice is occurring in a natural,
contexted manner (Littlewood, l9B1). ln order to panicipate ¡n

open-ended activit¡es, the student is called upon to synthesize
hisiher knowledge of linguistic structures, vocabulary domains,
and registers within the target language ffalden, 1981). While
particípat¡ng in more tightly structured activities, the student
practices patterns that reflect a synthesis of forms, vocabulary
and registers; and this practice may ultimately enable him/her to
participate effectively in the open-ended activitíes. ln addition, the
student is learning to fulfill the functions of language and to
communicate real needs and meanings in the target language
((Urzua, 1981). The functions become part of the synthesis as
they are integrated with the aforementioned forms, vocabulary,
and registers. And finally, all this integrated practice is

accomplished within the appropriate culturalframe, as the student
implements the target culture's particular formulas for disagreeing,
apologizing, turn-taking, etc (Eckard and Kearny, 1981)

Another benefit relates to time and material. lf involving all

students is a teacher's goal, this involvement can be
accomplished rnore effioierrtly in a small-group situation than in

a whole-class actÍvity, A six-item activity gives each student a

turn if a ciass of 30 is working in groups of six, whereas 30 items
are required in a whole group activity if all students are to
participate, Further, only six time units instead of 30 are needed
to give everyone a turn. Clearly the teacher has to prepare less
material and has more time available for other activities.



70 Barbara Go¡uâlez

The small-group communication approach can be expected

to motivate and relax students, to let them participate far more,

and to afford them increased opportunities for integrated

language use, thus meeting the¡r own goals and those of their

teachers,

FACTORS TO CONSIDER IN IMPLEMENTATION

The following represent teacher reservations about small-

group activ¡ties and possible solutions:

t.|l "Beginners don't know enough to do such an activ¡ty"'

Actually they do, as there are many formats that make use

of a quite limited range of vocabulary and structures'
(2) "students won't stay on task."

Students need preparations for group work. They need to

understand the imponance and benefits of what they are

doing, and they need to have ground rules (Moskowitz'

1978j. They aiso need a clear goal for the end of the

activity. Thus prepared, most will usually stay on task' ln
addition, the teacher can offer "check" points to a group to

see if the person called on can repeat what was just said in

the grouP,"
(3) "Forming groups disrupts the class'"

Don't number off or scatter to form groups' Let students

work with others according to where they are already seated'

(4) "Preparing the materials takes too much time'"

Time is saved by not having to prepare whatever these

act¡vities replace, Further, as noted earlier, fewer items are

required to give each group member one or more turns than

to give each class one or more turns in the whole group'

Anã finatty, actÍvities once prepared can be used again and

agarn.
"students will make errors that won't be corrected."

Students in groups engage in peer teaching, helping one

another express themselves effectively. Yet, ceftainly' they

will make some uncorrected mistakes, as the teacher cannot

hear the work of all groups at once; and teachers generally

feel that it is a serious matter to let students speak

incorrectly. Nevertheless, the beginner at self-expression

must make m¡stakes, and students who have the opportunity

throughout their study to use the target language creatively

will ultimately use the language more effectively, more

(s)
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extensively and more correctly then those who say little,
however, correct (Savignon, 1978). Further, the use of more
controlled activ¡t¡es for beginners will minimize errors.

(6) "One student will do all the work."
Build the act¡vity so that all group members are required to
partic¡pate, lf students are each given a part of the
information necessary to complete the task, for example, this
will happen,

(7) "The students wíll get stuck and will revert to their native
language."
Several factors can mitigate this problem. Encouraging peer
teaching will cause students to provide vocabulary for one
another, The teacher can supply items as needed as well
while moving from group to group. The use of more
controlled formats for beginners will also help, as will
teaching/encouraging students to circumlocute ¡n the target
language. Students should also be provided with the
vocabulary in the target language that is necessary to
complete the activity if they don't already have it (Smith,
1e81),
All ín all, most potential problems in the use of small-group

communication act¡vit¡es can be avoided by careful planning of
the mater¡al and procedures and by preparing the students
appropriately for the work that they are to do.

RECOGNIZING/CREATING THE GOOD ACTIVITY

The primary concern in selecting or wr¡ting small-group
communication activ¡ties is finding a format that is based neither
on free conversation, as th¡s is unlikely to be understood by less-
advanced students, nor on totally mechanical patterns that
communicate nothing meaningful (Krashen, 1981). The format
has to be understood but yet must be partially open-ended to
allow for meaningful personalized communícation. The amount of
control will be further discussed below.

Another concern is to find a format that w¡ll generate more
extended responses. Too many languages can be dealt with by
using one-word responses. While vocabulary act¡vities have their
place, activities that call for the use of more extended responses
will go fudher to fac¡litate communications goals. When using
games or small-group activities, teachers should look for materials
that involve the exchange or expression of real information.
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clearly such activit¡es must be interesting to students ¡n

order to be successful. what is of interest is often d¡ff¡cult to
determine. Personalization goes far in this direction, however'

When students are expressing their own preferences, opinions

and experiences to one another, they tend to be interested even

it tne iopic in question is rather mundane. Using meaningful

mater¡al about the participants rather than third-person

mechanical material is also more effectlve (Littlewood, 1981)'

Students will care more about expressing what they díd yesterday

than about changing a group of sentences to past tense'
The task in-question should be such that all students in

each group can do it, assuming appropriate prior preparation'

although perfection of performance is not necessary'

Comprehension and pafticipation are.

lr¡aterial in such activ¡ties should relate to the syllabus, the

test, or expressed student needs, lt should not be the sort of

activity thai tf¡e students can view as a time-killer only, lt should

call for students to use everyday language as would be required

in real-life sítuations, and if it also reinforces or practices the use

of a structurc or a vocabulary domain, all the better @elson'
1978). lt should also have the student becoming familiar with

language as used in the target culture, revealing norms of register

or function appropriate to that culture.
ln practi'cal terms the act¡vity should be reasonably simple

for the ieacher to prepare material for, to prepare the students

for, and to implement. lt should flt into the teacher's desired time

frame (perhaþs ten to thirty minutes), and it should be conducive

to work by gioups of from two to six students. lf it ls to be used

for beginners, there should be a readily identifiable fesponse

range õo that approPriate phrases and vocabulary options c1t be

taui'hr to the 
'students first. The format should facilitate

partícipation by all members of each group'
lf all or even most of these criteria are met in selecting or

preparing activities, success is much more nearly assured' The

ieacher w¡lt also be interestect in identifying formats that have

been successful with hislher studenls previously, so that these

can be modified for new topics and reused.
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SOME SAMPLE REUSABLE
COMMUNICATIONS FORMATS

Use of the following formats facilitates the development of
listening and speaking skills. The formats are reusable and can
be redone with material from a variety of lessons.

Because the activities are done in small groups, each
student's opportunity to participate is maximized. He/she gets to
speak one-foufth of the time in group of four, instead of one-
th¡rtieth of the time in a group of thirty.

The material should be as ''real" and as personalized as
possible, as ín the examples to be demonstrated. This "realness''
and personal¡zation enhance both motivation and clarity of
meaning, which often results in greater learning. Students enjoy
the facelo-face practice and the opponunity to share real
information, as opposed to practicing or manipulating essentially
meaningless patterns.

l. ROLEPI-AY (See below)
The teacher practices the phrases, questions, and sample

dialogs with students. Then small groups create their own dialog
for the incomplete dialogs and situations provided on the handout
and perform them for the class, Each group may choose a
s¡tuation, or the teacher may assign them,

II. DIRECTED DIALOG CARDS
Although the cards should be based on familiar material, the

teacher may wish to review the vocabulary andlor phrases to be
used, Then each group of students receives a packet of cards
or slips. Each person in turn is to draw a card and look at the
"ask'' or "tell'' side only. He/she then "asks" or "telfs" accordíng
to the instructions, addressing another student in the group, who
responds appropriately, They can then check their performance
by looking at the sample question and answer on the back of the
card. The teacher goes from group to group offering assistance.
It is desirable to have three or four times as many cards as
students per group,
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Sample Card;

Ask someone
where he/she
usually studies

¿Dónde estudias
generalmente?

Generalmente
estudio
en mi recámara

III. CHAINS
Each group gets a set of cards, one or two per student'

Each card conta¡ns a familiar statement and answer format ¡n the
target language. Each student in turn starts his/her chain, which
then goes around the group. He makes the statement given on
his card (e,9., "My birthday is May 13th,) and asks the related
question on the card of the person on his r¡ght (e'9., "When is
your birthday?") who answers and asks the same question of the
third person. When this question has gone around the group,
the second person begins his "chain.' The teacher goes from
gfoup to group, offering assistance.

IV. ADD-ONS
Each group gets a set of cards, one or two per student.

Each card conta¡ns a familiar but incomplete statement in the
target language, The first student in the group starts h¡s/her
statement, (e.9., 'At the stofe last week I bought 

-.'), 

whÍch
then goes around the group with each person repeeting what has
already been saÍd and adding on appropriately. When the lirst
statement has gone around the group, the second student starts
his/hers.

V. SITUATIONS
Each group gets a packet of cards, two per student. Each

card describes a situation (in the native or the target language).
Each student reads a card to himself, not letting others see it.
Then student #1 monologs what he/she would say in that
situation in the target language for the grouP, who must guess

the situation. For example, he reads, 'You see a child crying in

front of the school. You go up to him and say something' and
he says "ðQué lienes, hijito? åQué te pasó?" After the others
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guess the situation, then the second person monologs for his/her
situation, etc.

IV. INTERVIEWS
The teacher rehearses a set of questions and response

formats w¡th the class. Then the students are each to interview
four other people with the questions, taking note of responses,
After all have finished, the teacher rehearses report formats with
the students, who then each report on one ¡tem of their choice.

For example, the interview might be:
ðCómo se llama?
åA qué persona famosa quiere conocer?
åQué ciudad quiere visitar?
ðCuál es su color favorito?

The response formats would then be
Me llamo
Quiero conocer a
Quiero visitar
Mi color favorito es

And the report formats would be
(name) qurere conocer a

lfamous oersonì
(name) quiere visitar

lolace)
El color favorito de

(color)

lnterviews can also be done with cards in small groups. Each
group rece¡ves a packet of síx cards. Each card has from one
to three familiar questions with answer and report formats (see
above). Each student asks his question(s) of the others in the
group. All may speak at once (in pairs), or the teacher may
direct that the others listen while each one asks, Then the
teacher calls for reports from several (large class) or all (small
class) students.

Note: On all activities teacher should interact afterward with
students, using same items, in order to doublecheck
comprehension, appropriateness of responses, etc.

es



76 Batùg¡raGotuâlez

Teacher should also extend the activity by asking

any appropriate related questions'

ROLE PLAY: IÎ{VITATIONS

t. Expressions to Practice
A. Askino and Exolainino
I'm having a

I'm going to on

aÌ 

-'

Would you like to come?
Can you come?
Will you come?
Will you join us?
Would you be able to come?

We'd like you to come to at 

-
on 

-'

It's on at 

-.

Are you free?
How about

B. Acceptinq and Askinq
I'd love to come,
I'd like to come.
I'll be there.
That's great!
How nice of youl
When is ít?
I think so.
What time?
l'll look forward to it.

C. Declininq
I'm sorry but I can't.
I'm busy then,
What a shame!l'll be out of town.

I hope you'll ask me again sometime.

D, Accepting resPonse
I'm so glad.
My address is 

-_-,
We'll see you then,

?
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also extend the activity by asking
related questions,

lÌ.¡VITATIONS

rme?
)

?

of town.
rin sometime.
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That's too bad,
Well, maybe next time.
We'll miss you.
It's at

ll. Sample to Practice
A, Hi, Susie. I'm having a birthday

party nert week. Can you come?
l'd like to come. When is it?
It's on Friday at 4 o'clock.
That's great! I'll be there.

lll, Dialogs to Complete
A. Joe: Hi, Mary. I'm having a party

on Friday at seven.
Can you come?

Mary:

77

/-

¡rnrnq

on

at

B. Hi, Bill, This is Patsy. We'd like you to come to dinner
next Tuesday, Are you free?
Yes, I think so, What t¡me?
How about 7 o'clock,
That's fine. I'll look foMard to ¡t.

Great. We'll see you then.

l
Mary
Joe: Oh, what a shame.

Paul, we're having a Christmas party on the
Will you join us?

B. Judy:
23td.
Paul:
Judy: That's great.

Paul:
It's at seven o'clock.

lv. situations to Roleplay
You want to invite a friend to your house for a party.
You want to invite a friend to the movies.
You want to invite a friend to dinner at your house.
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THE SYMPOSIUM ON THE
EVALUATION OF FOREIGN
LANGUAGE PROFICIENCY:
CHALLENGES TO THE
PROFESSION
(Reprinted from Dimension: 1987)

Albert Valdman
Indiana UniversitY

INTRODUCTION

The ETS-ACTFL Oral Proficiency lnterview (OPl) has had a
profound impact on the foreign language (FL) teaching profession

bver the last four or ¡ve years.l There is scarcely any area Of the

field that has not been affected by this attempt to inst¡tute a

national metr¡c based on demonstrated proficíency in a FL and,

more importantly, to define achievement ¡n language instructio.n

in terms'ot functional use rather than command of a specific body

of material or, as Barbara Freed has put it, mere "seat-tlme'"

But what has come to be called the "Profic¡ency Movement"

involves much more than the development and dissemination of

a particular instrument for the evaluation of demonstrable

functíonal use of a FL. At the heart of the Movement are the

ACTFL Guidelines which are viewed by some of ¡ts proponents as

Movement stress the experiential rather than hypothetícal nature
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of the Guidelines (Omaggio, p. 35), and they are confident that
they can be used to specify inventories of elements whose control
will lead students to atta¡n specified levefs of profíciency.

Because these guidelines and definitions
represent actual rather than hypothetical language
production, teachers can amend the¡r expectations for
students' linguistic and communicative development to
conform to reality. The descriptions should prove useful
in designing language programs, in the sense that they
outline general peformance criteria and spec¡fy the
kinds of contexfs and s¡tuations handled with
reasonable ease at each level of competence
Once we have identified, at least in terms of general
performance criteria, what students have to know in
order to function at or beyond a given level of
competence, we will have come a long way toward
knowing what it is we have to teach (Omaggio, p, 35).

There is general agreement that the Proficiency Movement
launched by ACTFL has invigorated FL insttuct¡on and that is has
had a beneficial backwash effect on a variety of areas from
teacher training to mater¡al development and pedagogical
procedures. Nonetheless several aspects of the OPI and the
Guidelines have elicited severe reservations on the part of FL
teaching methodologists and applied linguísts who, like the
proponents of the Proficiency Movement, place a high prior¡ty on
the acqu¡sition of functional skills by FL students, Unfortunately
there has been little direct interaction between proponents of the
Proficiency Movement and its critics. Yet th¡s interaction could be
mutually profitable, for ¡t would lead to urgently needed research
that would provide a f¡rmer theoretical and empirical basis for not
only a national FL proficiency metric but also for attempts to link
levels of communicative ability in a FL to stages of acquis¡t¡onal
development, lt was precisely in order to initiate this type of
interaction that a Symposium on the Evaluation of FL Proficiency
was held on the Bloomington Campus of lndiana University,
March 4-6, 1987, To lay the groundwork for the Symposium, a
workshop was organized in conjunction with the 1986 annual
meeting of ACTFL in Dallas.

Based on the favorable reactions that followed the
Workshop, approximately 30 American specialists of FL teaching
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methodology or applied linguistics were invited to prepare reports
to be distr¡buted in advance or to serve as discussants and
resource persons at the Symposium.z They were selected from
experts who have in various ways been concerned with the
devefopment of communicative abÍlity in a FL and the assessment
of that ability; (1) those involved in the development and the
administration of the OPI and the elaboration of the ACTFL

Guidelines; (2) those involved in the tra¡n¡ng and cert¡fication of
OPI rates; (3) those involved ¡n the elaboration of

communicatively-oriented curricula, syllabuses, teaching
procedures, and materials; (4) those involved in the observation
and analysis of second language learning. The part¡cipants
represented a broad range of second and foreign language
teaching situations; the commonly taught languages (French'
Gennan, and Spanish) and the major less commonly taught
languages (Arabic, Chinese, Japanese, lndonesian, Russian, and
Subsahara African languages) in the United States; indigenous
languages of Europe; and the teaching of English as a second
language. ln addition to the part¡c¡pants several overseas
observers were invited, especially from Western Europe where FL

teaching specialists have taken the lead in developing
communicatively-oriented programs and ¡nternational schemes for
the definition and assessment of proficiency levels, for example
the Threshold Level and the Niveau Seuil. lnvitations were also
extended to a small number of representatives from professional
groups and federal agencies involved in research and

development in FL learning and in FL teaching,
The proceedings of the Symposium, containing all the

posit¡on papers, discussant reports, and summaries of

discussions are now available, ln this report, I w¡ll attempt to
focus on the reservations expressed about the OPI and the
Guidelines, I have selected four problem areas that were
discussed at the symposiuml (1) the global nature of the oPl
and related issues of validity, reliability, and fairness; (2) the view
of communicative interaction ¡nherent in the Guidelines; (3) the
relatíonship between the OPI scales and the Guidelines and the
nalure of FL acquisition; (4) practical problems posed by the
generalized used of the OPl. ln the concluding section of this
report I will mention some research directions identified at the
Symposium.
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ISSUES

1. The global ndure of the OPI
For Lyle Bachman the central question in evaluating the OPI

and the ACTFL-lnteragency Language Boundtable (lLR) guidelines

is whether they constitute a valid measure of communicative
language proficiency, defined as the ability to conduct culturally

embedded verbal interaction with speakers of the target language

community, He answered in the negat¡ve because he believes
the OPI confounds the competence to be measured with the

method of measurement, Developers of the OPI are confronted

with a dilemma, They can aim for grater standardization and

trade less content validity for more reliability of scoring; or they
can expand the range of sample tasks and trade closer

approximation to real linguistic interaction for reduced reliability.

Bachman views communicative language ability not as a
holistic construct but one composed of three sets of constituent
capabilities, each of which should be evaluated separately and

each of which makes different predictions about an examinee's
ability to perform specific communicative tasks. The Functional
Trisection, which developers of the OPI view as ¡ts keystone,
becomes for Bachman its chief liability, because the very use of

the same performance sample to simultaneously evaluate content'

function, and structural accuracy confuses test design with

evaluation, content, and method. He also underscores the limited
view of the nature of communicative proficÍency reflected by

evaluation guidelines that pay insulficient attention to pragmat¡c

and sociol¡ngu¡stic considerations, lnstead he proposes a
tripartite model in which linguistic structure, narrowly defined to
encompass phonology, morphosyntax, and lexicon, forms only

one of the four subcomponents of language competence,
Bachrnan's scheme resembles the widely used Canale-Swain

model in its stress on the rhetorical, pragmat¡c and sociolinguistic
features of interactive verbal communication. lt differs, however,

in that it isolates as a separate component control of motor skills,

grouped under psychophysiological competence, and

distinguishes more clearly between rules of language use,

subsumed under pragmat¡c competence, and strategic
competence. The latter identifies the ability 1o plan, execute, and

assess socially embedded speech acts as a distinct and

impoftant part of communicative language ability.
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the need to establish the content and instructional validity of the

2. The nature of communicat¡ve ¡nteract¡on
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this results in a serious confounding of test colrtent and test

methocJ, Second, basing the Guidel¡nes on specific norrns is

incornpattitrle wittr tftc evaluation of sociolinguistic cornpeterìce
which rec¡uires cortst;ìnt shiflirrg of norrlts in reaction to the subtie
changos in the social situation that inevitably occur during

commr.¡nicative interaction, l'hird, Kramsch pointed out the

implicit sociocultural bias of a test tlìat places a high premium on

conversatiorral managetnent skills ancl deconlextualized linguistic

features associatecl with certa¡n cultural levels and social groups,

To eliminate these shoftcomings, she suggested replacing the

discrete behavíoristlc objectives, characteristic of traditìonal
practice, with more abstract sociocultural constructs,

For Dale Lange one of the most serious problems for the

implernentation of lhe Guidelines is that level definitions related

to the socio-cultural corltext are relegated to the upper end of the

OPI scale, As Claire Kramsch (1986) has repeatedly stressed,

genuirre inleractional competence, at any level, presupposes

sociocultural knowledge.
Without it, students are at the mercy of content

structure, of the words they hear or read, without being able

to recognize either the personal intent¡ons or the cultural

¿rssut'rìF)tions t¡ehincJ tlre wol'ds (p' 368)'

Th(l ¿l(laptíìtiorl of the OPI ancl the Guiclelines tÛ the

assL.ssrìent of ¡;roficíertcy irt languagcs OthÉ)r than the cotrtntortly

t:luç1ht Westr:rn European lâr](Jl.lâües (one of the topícs clisculssecl

at tlre Syrn¡;risiLirrt) has heiglttefieçl rrr-lf aw¿ìrenes$ of ltclw cr.lltural

con,çiclerati()ns powerfr rlly cleterrttirle the clegree; of acceptable

sociolingr_tistic cJeviance in learners' interlanguage. Urllike The

westerri Elrropnan languages in gerleral, ilrose tlf tlle Faf East,

fc;r exanrJrlil, require speakers tO const¿ìntly sittlate therïselve$

sr:r.:iallv ¿ìncl chÔose rìppropr¡ate lingLristic variants with respect to

lfìe status r:f their irlterlocutors' lt ¡s clr:ar tllat for such

languages suitable guidelines must rncorporate statements about

sociolinguistic competence at the lowest profìciency levels.

3. The relationship between the OPI scales and the Guidelines

and the nature of FL leaming
As Nina Garrelt pointed out in her posrtion paper on the role

of grammar in the Proficiency Movement:
The GuicJelines as rating level descriptions were

originally developerJ on the basis of expertential data'

reflecting the Job-related requirements of the population
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being tested, rather than on the basis of adult
classroom second language acquisition theory or
theoretically motivated empirical research.

She delineated two mutually exclusive positions concerning the
place of grammar ¡n the OPI and the Guidelines; (1) relative
levels of grammatical accuracy and sequences for the use of
specific grammatical features are determined on the bas¡s of
experiential evidence, in which case no independent validation
(for example, on the basis of psycholinguistic evidence) ls
necessary; or (2) such independent validatíon is used to
leg¡tímize claims about the developmental order of grammatical
features and specification of levels of accuracy. Like several
other Symposium participants, notably Dan Douglas and Dale
Lange, Nina Garrett stressed the priority of theory construction
and testing in determining the role of linguistic features in the
acqu¡sition of functional skills. Douglas noted that, because of
the complexity of verbal communication, it cannot be claimed that
the mastery of any set of linguistic features corresponds to a
given degree of communicative effectiveness.

Lange pointed out that a glaring flaw in the Guidelines is
that the¡r experiential base consists of observations of adult
learners. Extrapolating from this base to classroom learning
involving chilclren, adolescents, and young adults entails the
assumption that FL learning processes remain constant across
these various groups. I might add that another weakness
involves extrapolation from the specif ic-purpose instruction
characteristic of the various government agencies concerned with
FL training and the fundamental instruction that forms the bulk of
school and university FL teaching.

John de Jong, representing the Dutch agency for
e<lucatíonal testing (CITO), suggested that at lower levels of
proficiency, learners are more dependent on structural features
and that, consequently, at these levefs tests might need to be
criterion-referenced and discrete-point. More advanced learners
have deficiencíes, and their proficiency can be assessed on a
single dimension. These facts would lead us to question whether
an instrument originally devised by FSI for evaluating a relatively
high level of proficiency (S-3 on the FSI scale and Superior on
the ACTFL scale) should be the model for assessing the much
lower levels of competence realistically attainable by academic
learners,
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Another moot issue in the evaluation of FL proficierrcy is the

construct of educated native speaker (ENS) speech, which
constitutes the implicit target norm in the AoTFL Guidelines and

the explic¡t one for the ILR version. ln my own position paper, I

argued that in classroom FL instruction, such a target is too

restrictive, and I provided as an alternative a multi-target model

of language variation according to which native speakers differ

with respect to a variety of norms and the degree to wh¡ch they

are influenced by shared norms in particular social contexts.

According to that model the speech of native speakers also

varies with regard to relative planning in response to another set

of social and contextual factors. I suggested that the special

social context represented by the FL classroom warrants the

establ¡shment of special pedagogical nolms. Eecause it involves

the presentation ln pedagogical materials of sociolinguistically

stigmat¡zed leatures, the notion of pedagogical norm raises the

thorny issue of accuracy and fossilization, Sociolinguístic
deviance is unavoidable in early-levelinterlanguage; even speech

targeted on ENSs may be deviant in certain social contexts' The

issue of the terminal 2+, around with discussions about the

importance of grammatical accuracy have turned, will generate

more heat than light until a solid body of empirical observations
can be adduced in support of the claim that allowing learners to

produce communicatively adequate but structurally deviant
utterances inevitably leads to fossilization. Perhaps fossilization
can be reduced by a better match between communicative
demands and linguistic means available to learners. But instead

of reducing functional demands in the interest of more accurate
grammatical expression I suggested that, whenever possible' the

level of grammatical complexity be adjusted to the learners'

limited competence.

4. Adm¡n¡strdive and pract¡cal problems
The implementation of a national metric for the assessment

of functional abiliry in FLs poses numerous administrative and

budgetary problems. Few instÍtutions of higher learning, and

even fewer school systems, are equipped to administer a

resource-intensive test of functional ability' What is the most

efficient adminÍstrative structure for tra¡ning qualified testers and

validating traìning of individualteachers? Of course, the answers
will vary depending on the number of learners of a given

language. Whereas there are tens of thousands of learners of
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French, German and Spanish, only a few dozen persons each
year attempt to acquire a functional ability in such languages as
Dutch, Haitian Creole, or lndonesian,

Another set of questions that must be answered concerns
the various uses of nat¡onal metric. At what levels of study
(beginning, intermediate, advanced) should learners be
administered resource-intensive tests and for what skills? Should
a national metric be used for validation of foreign language study
at the secondary schoof level? For placement in university

courses? For university language requirements? For certification
of language majors or prospective secondary school teachers?
For admission to specialized graduate school programs?

More than five years after its introduction at the high school
and university level the OPI is still not widely used. The
somewhat trial nature of the test results in large part from the
immense logÍstic and financial problems posed by its widespread
and massive use. Nonetheless two noteworlhy attempts have
been made to assess FL learning by the use of proficiency tests.

Ar-ì ¡mportant part of the Symposium on the Evaluat¡on of Foreign

Language Proficiency were progress reports of the attempts to
¡nstitute language proficiency requirements at the University of

Pennsylvania and at the University of Minnesota.
Barbara Freed described the University of Pennsylvania's

píoneering adaptation in '1981 of a varianl of the FSI test and ILR

guidelines as a proficiency-based exit requirement in fourth-
semester FL courses. The initiative required a two-year
preparatory period during which administrative procedures were
devised, student fears allayed, suitable instruments implemented,
and appropriate cut-off levels determined. Although the
introduction of proficrency-based exit requirements have not led
to a demonstrable improvement in student pedormance after two
years of study, it has invigorated the FL programs and markedly
improved art¡culation between lower-division courses by providing
long-term objectives independent of spec¡f¡c course content,
Most importantly, ¡t has shown that an evaluation instrument such
as the oPl that makes special demands for staff and time and
training and that induces considerable student anxiety can indeed
be integrated into the curriculum of mid-size university programs.

As was the case with the University of Pennsylvania
program, the university of M¡nnesota initiative described by Dale
Lange was motivated by an educational policy decision to defined
achievement ¡n FL study in terms of demonstrable proficiency
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rather than t¡me spent in study. The Minnesota program is a
bolder experiment because it involves a redefinition of both
entrance and graduation requirements in proficiency terms. A

typical midwestern state university, Minnesota has larger lower-

division FL programs than those of private institutions like the
University of Pennsylvanía. Also, changes in the entrance
requirements of public universities necessarily have a backwash
effect on local high school graduation requirements, and they
require close coordination between adm¡nistrators and teachers

at both levels. These differences are reflected in the form of the

test itself and also in the guidel¡nes that underlie the proficiency

ratings and the levels of minimal performance, As was the case
for Barbara Freed, Dale Lange did not adopt the ACTFL

Guidelines unquestion¡ngly. On the contrary, he underscored
some of their shortcomíngs, particularly for the reading

requirement, and he recommended continued validation and

revision. He concluded with a thorough and candid analysis of
n of any integrated
the many inadequacies
and sYllabus design,

ortantlY, administrative
practices in major university FL programs.' The exit proficiency levels set at the University of

the university of Minnesota lead one to
s that the Proficiency Movement places on

metric for the assessment of oral interaction
termecl basic, fundamental FL instruction.

At both institutions, the oral proficiency level is f¡xed at the

lntermed¡ate Mid level which is defined in the old Generic

Guidelines as the ability to satisfy most survival needs and limited

social demands in a manner that is intelligible to nat¡ve speakers

used to dealing with foreigners (the revised 1986 Guidelines are

counted in somewhat different terms: the ability to handle

successfully a variety of uncomplicated, basic and communicative
tasks and social situations and to be understood by sympathetic
interlocutors). At the University of Minnesota entrance oral

proficiency levels are set at the Novice High level which is

defined in the 1986 Generic Guidelines as the ability to satisfy
partially the requirements of basi by

relying heavily on learned utteran ing

these through simple recombinat ers

at the Novice High level will have difficulty being understood even
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by sympathetic interlocutors, lt is legitimate to ask what
educational purpose is served by a test designed to measure
levels of attainment so low as to pose acute problems of reliability
and, ult¡mately, of fairness,

The gain in oral interactive proficiency between entrance and
ex¡t that the Univers¡ty of Minnesota testing program attempts to
measure is relatively rneager. Such a testing program could meet
the criterion of fairness only if it could be demonstrated that the
assessment met high standards of reliability, However Barbara
Freed pointed out that, although the Pennsylvania proficiency test
adheres to the guidelines and format of the OPl, ít is

administered and scored by teaching assistants who generally
have not undergone the rigorous tra¡ning required for ACTFL
cert¡f¡cation. Because the Un¡vers¡ty of Minnesota oral proficiency
tests need to be admin¡stered to hundreds of students, it takes
the form of the ROPE (Recorded Oral Proficiency Examínation)
ralher than the standard oPl, Although it is evaluated in terms
of the ILR guidelines, the ROPE (Lowe & Clifford) uses a stimulus
audiotape on which conversational questions of increasing
complexity and sophistication are asked by a native speaker, As
is the case at the University of Pennsylvania, the scor¡ng is

handled by relatively untra¡ned graduate teaching assistants,
rather than by certified teachers.

Protase Woodford emphasized the need for compromise in

the generalization of a common metric. He pointed out that the
University of Pennsylvania's pioneering initiative required setting
standards below those needed for students to reach the
functional objectives selected, For instance, attainment of the
Advanced level in readíng would scarcely be sufficient for the
analysis of a piece of literature. He suggested the elaboration of
tu/o sets of scales. One set would provide teachers with detailed
information for diagnostic purposes; a second set, couched in

more general performance ob.iectives, would be addressed to
USETS.

John Clark and Ray Clifford mentioned attempts by
government agencies to develop variants of the OPI that are less
onerous to administer and that measure linguistic sk¡lls other than
interactional ability
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Without denigrating the considerable accomplishments
resulting from the various initiatives undertaken by ACTFL' it is
fair to say that much remains to be done before the FL teaching
profession has at its disposal a common metric to measure
proficiency in the functional use of language in íts various
modalities that meets generally recognized canons of face validity'
reliability, fairness and which, at the same time, is relatively easy

and economical to administer on a larger scale. Even more

remains to be done before we can substantiate any claims about
direct links between the atta¡nment of various levels of proficiency

and stages in second languages development, on the one hand,

or between specific levels of proficiency and inventories of

discrete linguistic, discourse, or sociolinguist¡c features that need

to be mastered, on the other hand.
ln his perceptive synthesis of the Symposium G' Richard

Tucker remarked that much of the controversy surrounding the

adaptation of the ACTFL Guidelines and the OPI to what I have

termed the fundamental FL teaching programs of high schools

and universities (the teaching of FL as paft of a liberal education)

is attributable to an attempt to meet a variety of incompatible

that the FL teaching profession must take on. w¡thout precision

and common agreement ¡n the use of basic terms, exchange of

information and constructive discussion are nigh impossible.

Second, a proactive research program for the validation of the

OPI and the Gu¡del¡nes patterned on that which has accompanied
the development and the refinement of the TOEFL test needs to
be instituted. I have indicated some suggested topics lor a

vigorous program of research and development earlier in this

program of research and development earliêr in this report, but

iet me mention several others: (1) comparing the scores of

various proficiency tests with actual performance in real world
language use tasks; (2) submitting proficiency test scores to
secondary analysis, for example, having academic testers score

tests rated by government agencies raters and vice-versa; (3)

Albert Valdman
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determining to what extent the ability to make reliable OPI ratings
remains constant over time and examining the relative resistance
of various types of linguistic features to attrition and language
loss; and (4) exploring which linguistic features are more likely

to trigger sterotypic reactions on the part of native speakers or

those who use test results. Finally, Tucker made a plea for wider
sharing of information, not only within this country but on an

international basis.
At the symposium on the Evaluation of Foreign Language

Proficiency, a number of concerns about the direction taken by

the development of the OPI surfaced, The Proficiency Movement
is st¡ll in its incipient stage. Given many of the gaps in our
understanding of the nature of FL proficiency and of processes

of FL learning, it seems hazardous to continue to focus on

stressing the evaluation of communicative ¡nteraction. lt is also
risky to invest in developing the OPI to measure low-levels of

proficiency. The amount of interactional skills that can be

developed in our short high school language sequences or in

elementary and ¡ntermediate university courses is too small and

to evanescent. lt would be naive to assume that when they

discover that the typical four year high school FL program will

only develop the ab¡lity to meet survival needs and limited social

demands, students and administrators will clamor for longer

evaluation should serue mainly diagnostic purposes,
More importantly, the limited means at our disposal should

be marshalled for the development of valid and reliable tests for

the evaluation of students who are learning FL's for specific
purposes; undergraduate language maiors, graduate students,

and prospective teachers, Early indicat¡ons of foreign language
education majors revealed that nearly half of those tested ranged

from lntermediate High to Novice High on the ACTFL scale or 1+
to 0+ on the FSI scale, Alas, we must assume that this shocking
state of affairs may not have improved appreciably. Our first
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priority must be the development of proficiency tests whích
specialists in testing and second language learning bel¡eve to be
sufficiently valid, reliable, and fair to be made an integral part of

the training of our FL specialists, including those entrusted with
the teaching of FL's as a fundamental paft of a general

education.
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NOTES

1. The following position papers were presented (discussant
names are lísted (in parenthesis) after each paper): John L.D.
Clark, Ray T. Clifford, "The FSI/ILR/ACTFL Proficiency Scales and
Testing Techniques: Development, Current Status, and Needed
Research;" Judith E, Liskin-Gasparro, "The ACTFL Proficiency
Guidelines: An Update;" Lyle F, Bachman, ''Problems in
Examining the Validity of the ACTFL Oral Proficiency lnterview,"
(Sally Magnan, Elana Shohamy); David Hiple, 'The Extension of
Language Proficiency Guidelínes and Oral Proficiency Testing to
the Less Commonly Taught Languages," (Ron Walton, Sally S,
Magnan, Patr¡ck Bennett, Erenest N. McCarus, Jos Nivette, Davíd
Singleton, lrene Thompson, John U. Wolff); Dan Douglas, "Testing
Listening Comprehension in the Conterit of the ACTFL Proficiency
Guidelines," (John H.A.L. de John, Harry L. Gradman); Albert
Valdman, "The Problem of the Target Model in Proficiency-
Oriented Foreign Language lnstruction," (Pardee Lowe, Jr., John
U. WolfQ; Heidi Byrnes, "Features of Pragmatic and Sociolinguistic
Competence in the Oral Proficiency lnterview," (Dell Hymes, Clarie
Kramsch); Nina Garrett, "The Role of Grammar in the
Development of Communicative Abil¡ty,' (Simon Belasco, Theodore
V, Higgs); Susan M. Gass, "12 Vocabulary Acquisition," (James R.

Child, Sharon Lapkin, Susanne Carroll); Barbara F. Freed, "lssues
in Establ¡shing and Maintaining a Language Proficiency
Requirement;" Dale L. Lange, "Developing and lmplementing
Proficiency Oriented Tests for a New Language Requirement at
the University of Minnesota: lssues and Problems for
lmplementÍng the ACTFUETS/ILR Proficiency Guidelines," (Robert
C. Lafayette, Sandra Savignon, Protase Woodford); G. Richard
Tucker, "Evaluation of Foreign Language Proficiency: Synthesis."

2. Alben Valdman, ed. Proceedinos of the Svmoosium on the
Evaluation of Foreign Languaoe Proficiencv. Bloomington, lnd.:
Committee for Research and Development in Language, lndiana
University, 1987,
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USING AUTHENTIC MATERIALS
TO DEVELOP FUNCTIONAL
PROFICIENCY IN WRITING

John l. Liontas
Richmond Senior High School
Rockingham, NC

INTRODUCTION

Never before in the history of foreign language education

has there been a better time to preach and teach the gospel of

functional and authentic writing in an interdependent fashion that

does not artificially separate it from the skills of speaking,
l¡stening, reading, and from culture. lndeed, writing for proficiency

has sparked such a nat¡onal interest in the teaching of writing
across the curriculum that it continues to be the subiect of much

discussion in our profession today, This paper proposes to
establish a theoret¡cal framework for an integrated writing plan

and offer concrete suggest¡ons and applications around which
proficiency-based writing activities can be designed, developed,
and implemented,

SOME THEORETICAL CONSIDERATIONS
FOR A WRITING PI-AN

As one reads the ACTFL Proficiencv Guidelines (1985) for

writing, it becomes clear that writing is not , , .

* the forgotten fourth skill.
* just taking pen in hand and putting ¡t to paper.
t a "cotnposilion" class,
* compulsory muscle-flexing exercise of "writing things down'"
* homework exercises, quizzes, boardwork, reports, or essays

on "My Summer Vacation."
* practicing spelling, new verb forms, and vocabulary words.
* mere transcription of sPeech.
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* a passive skill or a by-product of other skills'

. ; ;,;; of red ink anã a hard{o-explain grade'

Conversely, it is most definitively ' ' '

*anatural,selldirectedandhighlyindividualactiv¡ty
* a form of learning'
* a mental and PhYsical activitY'
* a rewarding risk-taking task'

ning, and reading'
isolated in Place and time'

focess to master'
f¡cal strategies, qualities'

and conventions'
* a communication tool that not only reinforces other skills

but also enhances 
-tÃ"-ìni"tn"tization of the target language

and culture as well' 
lundant skill than* ä more accurate, complete' and less re<

soeech.
. ffi;;'àt giu¡ng life to a once lifeless blank paper'

ln summary, understanding that writing as a mode of

exoression r. a suppoi irirt ur leil as a highry communicative

,"ith"t accomPlishes various ex¡

will helP us structure, sequence'

irrå t"i'n" natural and authenti

actually used bY the nat¡ve spe

ãwn cóntexts, To meet this ch

second or foreign languages

we write in real life' Knowing
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; well as a highly communicative
pressive commun icative purposes
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c purposes for which wr¡ting is
lkers of the language within their
lllenge, students and teachers of
rust understand the reasons whv
uhy we write will help us identify,
I the functions needed to ascend
roficiency, This, in turn, enables
-', persuade, quest¡on, promise,
elings and attitudes, preferences
uss ideas, and support points of

lr writing identity the mult¡ple
¡erform at each proficiency level,
ions in which they can carry out
of accuracy w¡th which students

3ntly. Beyond that, thís set of

guidelines also indicates that students at the lower levels of

þroficiency operate primarily with memorized material (learned

words, phiases, lists, single syntactic frames, etc.) and show linle

evidence of creating with the language. Their level is one of a
word-or sentence-level performance, whereas the advanced and

superior students operate cohesively and coherently on the

paragraph-length level, clearly create with language, and express

themselves freelY and tucidlY.
To be compatible with a proficiency orientation, it becomes

necessary to follow a spiral continuum or progression of writing

exercises. students should be provided w¡th authentic writing

tasks tailored to their current proficiency level. This is not to say

that dictations, transcriptions, manipulative exercises, lists, guided

andlor free compositions, and the like are no longer of service in

our foreign language classrooms. lt merely capitalizes upon the

need to chooie wr¡ting activities that reflect functional and

authent¡c use of the language (Magnan, 1985)'

What do we as teachers of second or foreign languages

need to consider before we ask students to engage in any writing

activity? First of all, for any activity tcì be oriented towards

proficiency, three key concerns need to be addressed:

'1. Are the writing act¡vit¡es authentic and keyed to the

multiplicity of students' affective-cognitive needs,

interests, abilities, ages, and styles of learning?

2. Do the writing activlt¡es we ask students to perform

contl¡bute to the development of communicative, and

linguistic proficiency within a cultural context?

3. W¡il tne group size affect students' language-use

opponun¡tles for purposeful functional and authentic

interaction?

Only after having answered the above questions can we proceed

to consider such issues as'

*theteachingofthecogn¡tiveprocesses,includingbutnot
limited to, orfianization, elaboration, defin¡tion, generalization,

argumentation; explanation, awareness of the audience'

comparison and contrast, and the like.
* the introduction of discourse features that reflect conventions

of Writing in the culture (e.g. connectors, spelling, qualìfters,

punctuaiion, capitalization, abbreviations, clear and complete

John l. L¡ontas 99
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informatíon, elaboration and detail, organization, formalization of
style and tone, accuracy, précise word, syntact¡c structures, and
so on) to achieve a discourse beyond the paragraph level that
is natural, cohesive and coherent,
* the composing process of writing as a) planning, b) rescanning,
and c) revising (see Krashen, 1984, pp. 17-18).

Beyond that, teachers at all levels need to be aware that
writing ass¡gnments.

* will become even more meaningful and purposeful, both for
students and teachers alike, if they grow out of need.
* should move from lists through descriptions and narration to
hypothesizing and logical coherent paragraphs and discourse.
* should be challenging, interesting, and practical in nature.
* should increase in range and difficulty as students ascend from
lower to higher levels of proficiency.
* must go beyond linguistic manipulation to develop flexibility,
creativity, and authent¡city ¡n the target language.

Because writing is a much different channel of delivery than
speech and because writing does not develop as naturally as
speech, it is obvious that the old saying "lf you can say it, you
can wrÍte it" is not valid. Writing requires clearer and more
compfete informat¡on, elaboration, better organizatíon, and
accuracy (Rivers, 1975). Students' control ' of
grammatical/syntactical structures, instructionaucommunicative
contents, and socio-cultural/interactional contelts need to be
given primary consideration, Only then can they be expected to
move from conceptual through partíal to full peÍormance control
in writ¡ng at each proficiency level. Said another way, the
audience for and the purpose of writing must be made clear to
the students just as the topics need to be carefully sequenced so
that they can first recognize the functions of writing, then
manipulate them mechanically, and finally produce them on paper
naturally for purposes of communication,
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PRACTICAL SUGGESTIONS FOR
THE PRACTICAL-MINDED

Because this paper is meant to be a practical one, some
specific suggestions need to be presented first, before discussing
the design, deveiopment and implementation of writing act¡v¡ties

at various levels of proficiency:

1. set the parameters of the writing activity. Asking students
to write about what they did over the weekend is more
demanding and confusing in nature than writing about how
they spent their Saturday afternoon.

2. Select a topic appropriate to the linguistic level of the
students. Don't expect them to narrate and describe if they

cannot yet make or put together a grocery list.

3, From the very beginning of instruct¡on teach the process of

wr¡ting, i.e,, the way the language operates in the target
culture with respect to organizing, focusing, logical

sequencing, style, and tone of discourse, Do not merely
expose students to the conventions of the written code of

the target language,
4, Have studetrts write a serÍes of drafts thus enabling them to

receive adequate feedback (from peers q teachers)
concerning contenl, organization of ideas, amount of detail,

aocuraoy, etc. lf possible, use anonymous writing samples
from other classes to minimize the level of self-consciousness
of the indiv¡dual writer/ reader while maximizing the level of

a cooperative, anxiety-free writing environment among
students.

5. Have students engage in various authentic language-use
writ¡ng act¡vities that require some of them to list, otliers to
narrate ¿¡¡rd describe, some to tâke notes, and others to
summarize,

6. Provide students with as much authentic reader response as
possible, Why? Because outside the four walls of the

classroom, we always write for a reason, and there is always
a real-life receiver, even oneself.

7. Go from global to specific and from the known to the
unknown, similar to the process of listening and reading.

8. Provide a setting for the writing assignment for two reasons:

a) it creates in the students' minds a schema that enables
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E. Have students present the interview to the
class.
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Management
A.

people, places and times; narrating events in
paragraph form

Have students bring to class pictures of
themselves with family and friends. Compile
pictures into sets.
Give each student a set of pictures other than
their own,
Have students interview the owners of the
pictures while taking notes.
Using their notes as an aid, have students
transcribe the interview.

B.

c.

D.

lch entwerfe mein eigne Autoqrammka[e
fl propose my own autobiographical sketchl

Purpose

Content

Functions

Management
A

To move students from "Me Jane, You Ta(zan"
responses to extended discourse

Biographical and personal information

Supplying personal biographical information on
forms; writing resumes with some detail in past,
present, and future time frames

B.

Have students, e¡ther individually or as a group,
read a number of AutoqrarunKaden
[autobiographical sketches] of celebrities ¡n

order for them to become familiar with the
vocabulary, format, style, and content,
supply students with an Autoqrammkarte form
and have them fill in the appropriate
information. Aiso, students can fill in additional
information which they may feel is lacking from
the form such as occupation, nationality,
hobbies, weight, personal¡ty, etc.
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Sprích Dich aus . . .

[SPeakout.,.]

Purpose To give students a sense

Practicing various function
use and bY blending and

PhYsical act¡v¡ty of writing
and reading tasks

Content Concrete topics relating to personal needs and

interests

Functions Creating with the language; leaving messages on

the answering mat:hine; writing limited formal

correspondence in paragraph form; explaining

po¡nt of view with some deta¡l; thanking and

comPlaining

c.
a short
or in other
h uP to the

present.
D. Ñe>,t, having successfully completed the above

step, have each student write a covel letter to

the editor of a magazine explaining why the

editor ought to publish the student's

Autoorammkarie'

Present the students with the following context:

choice to either call or write.

When you call the line is busy. On your

second call You get a recording'
1. Leave your name, the time of youl call' a

brief summary of the leason for your call, your
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phone number, and what days and times you
can be reached at home.
2. You have been waiting for the return call for
a week now, and there is st¡ll no answer from
the editor,
Your problem stil¡ exÌsts, so you decide to write.
Explain ¡n detail what your problem is, the
cause of your problem, how upset you are, and
ask for advice.
3. You have received the editor's advice and
followed ¡t to the letter.
Now, write the editor, either
a) A thank-you note because th¡ngs worked
out so well, or
b) A note of complaint because the
suggestions back-fired and made your problem
even worse.

Mir liegt etwas auf dem Herzen

[Something's on my mind]

Purpose

Content

Functions

To help students become more aware and critical
of their own writing strateg¡es and capabilities
while engaging in a more complex simulated
authent¡c task that requires the use of their
expressive writing expertise such as organization,
elaboratÍon, argumentation, appropriate style and
code, elements of cohesion and coherence in their
discourse, and the l¡ke

Everyday events and preferences

Writing formal correspondence; explaining,
suggesting, instructing, thanking, and comparing

Management
A. You watched a show on TV that included¡

controversial issues which offended you. Write
a letter to the network or the sponsors of the
show stating that.
1, you will no longer buy the products that
sponsor such programs,
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Purpose

Content

Functions
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2. they should remove such offensive material

from Public TV'
ã. ir''"V should air such programs in a later

programmlng'
ä. [fr"¡r shows exercise the First Amendment

rig
4. a very stimulating

an with Your familY/

friends.
a most of their shows, although controversial

in .ontant, have been presented in an objective

manner, treating both sides fairly'

Wie es uns gefallt?

[How it aPPeals to us]

To accelerate the rate of change in the students'

fanjuage anitude from one of "writeophobia" to

rlrËt¡oñ"1 and authentic writing that goes beyond

iÁ; f*t walls of the classroom while generat¡ng

inã¡t o*n motivation to learn by minimizing

performance anxiety during learning

Clothing, colors, preferences, and concfete topics

relating to Personal interests

List¡ng, ident¡fying, and labelling clothing and

;ì;i"t;" with áescriptions and vice versa; writ¡ng

ãnìñ'pã*étapns about oneself; explaining and

lustifying Personal selections
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cont¡nue airing such shows.

i include more of this qual¡ty

exercise the F¡rst Amendment
n of speech.
gave rise to a very stimulating

g discussion with your family/

ir shows, although controversial
e been presented in an obiective
g both sides fairly,

rate of change in the students'
from one of "writeoPhobia" to
hentic writing that goes beYond

re classroom while generating
>n to learn by minimizing
rty during learning

rreferences, and concrete topics
rl interests

and labelling clothing and
riptions and vice versa; writing
about oneselt; exPlaining and
selections

Management
A.
B.

c.

D.
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Review clothing vocabulary w¡th students.
Have students bring to class full-size pictures of
themselves which they feel best express their
personalities.
Have students write a short paragraph
explaining why these particular clothes
best exemplify themselves.
Collect all wr¡tings, mix, and line them up at
random.
Have students match one or more written
descriptions with only one picture and justify
orally their selections. At no tirne,however,
should students reveal their own writings.

Traummadchen - Madchentraum
[Dream Girl -- Girl Dream]

Purpose To make the reading of authentic tens fun and
meaningful to students by asking them to engage
in functions that are common in the target-
language community

Content Personal interests within the scope of very limited
language experience

Functions Supplying personal information; writing shott
descriptions; following directions as depicted from
text; writing a short letter to the company that is
promoting the contest

Management
A. Show on the overhead projector the text with

only its heading, picture, and accompanying
personal information. Cover the rest of the text
and have students anticipate andlor predict
based on the information available what the text
is all about.

B. lf students have not yet guessed the word
game Madchentraum-Traummadchen, have
them skim and/or scan the entire text for global
comprehension again,
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C. Based on their reading, have students wr¡te

down in a numerical order all the d¡rect¡ons

they need to follow' For examPle:

I must
lchmuB...

1.

2, .,.michschminken
[put on makeuPJ

3. . . . michfotoorafieren(lassenl

4.

re and after the
hort telrt to the

editorial officel
5, EinssendenschluB ist ' , '

[the conclusion is . ' ,]

6. Die Anschrift ist . , .

..1
ts should also include an

to the comPanY)

D, Mo maior groups' All

[photomodell, all
quinl, Give students a
to comPlete the

assignment,
E, Have students bring to the classroom the two

pictures and present them to the rest of the

class by shaling with the others their feelings

after thãy became Traummadchen [Dream Girl]

or Dressman [mannequin]'
F. Reward the best work and have it published in

your school's newsPaPer'

Beyond the reading' A. Divide the class into groups of five and give

them a set of pictures to judge' They have to
judge on personality, hair, style, clothes, color'
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ir reading, have students wr¡te
merical order all the directions
follow. For example:

nodell/Dressman werden.
a model/mannequinl
schminken

nakeupl
fotoq raf ieren (lasse n)
picture takenl
Fotos (vor und nach der
ungl und einen kurzen Texf an
ktion schicken,
r photos (before and after the
ation) and a short text to the
rfficel
enschluB¡st,,,
:lusionis..,l
rriftist.,.
essis...l
students should also include an

¡ letter to the company)
ss into two major groups. All
:otomodell Iphotomodel], all
ran Imannequin]. Give students a
er of days to complete the

; bring to the classroom the two
)resent them to the rest of the
ng with the others the¡r feelings
ame Traummadchen [Dream Girl]

Imannequin].
est work and have it published in
newspaper.

ss into groups of five and give
pictures to judge. They have to

ional¡ty, hair, style, clothes, color,
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and overall photogenic appearance.
B. Each group selects a first, second, and third

place picture. The representatives of each
group meet in front of the whole class and
decide on a final first, second, and third place
picture among the top three select¡ons of the
individual groups.

CONCLUSION

Although the wr¡ting activities presented here were generated
for students of German, foreign language practitioners at the
secondary or college level will see that they are easily adapted
to other modern languages, including English as a second
language. The author's experiences in utilizing these classroom-
tested activities have consistently underl¡ned the¡r success in

increasing, challenging, and stimulating students' creativity,
intell¡gence, and keen writing interests.

This paper has attempted to address and define writing as
a thinking process that needs to be introduced and practiced
early in the language course. lt has also shown how using realia
from the target culture can be accessed and adapted to the
learner's immediate environment and everyday tasks. Further,
because writing is not only a support skill for speaking, listening,
and reading but an advanced art as well, it ¡s of great importance
that we first teach the process and principles of writing as a
holist¡c construct within a larger discourse conte)d (content levei)

with rules and conventions to be followed before teaching the
individual discourse skills of writing (surface level). Expressed
differently, teach¡ng the process and principles of expressive
writ¡ng is more vital and realistic than spoonfeeding students a

myriad of writing skills in isolation.
Whatever the individual approach, one should strive at all

times to fill the gap between the surface and the content level
and 1o províde students with ample opportunities to move from
the word through the sentence to well-organized cohesive and
coherent paragraph length discourse. Taking proficiency in

writing for granted or just preaching the gospel of autonomous
and express¡ve wr¡ting without ever getting around to teach¡ng the
process of it, all the while hoping that through some miracle
proficient writers will emerge, is too simplistic. Furthermore, it is
pedagogically unsound and cannot be acceptable in the decades
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ahead, We simply must do better. As we look toward the writ¡ng
needs of the '90s, new and refined writing activities that exemplify
more closely natural and authenlic comrnunication should be
gathered and ¡mplemented in language programs that are
sensitive to the needs and interests of both students and
teachers of foreign and second languages.
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LOOSENING THE LEASH
ON WRITING: THE ADULT
LANGUAGE LEARNER

Carol Strauss-Sotiropoulos

INTRODUCTION

As the goals of foreign language teaching and learning place
greater emphasis on using the language for real communication,
it becomes increasingly important to "loosen the leash'' on

beginning level writing tasks commonly included in FL

methodology te)rts and articles. Most experienced teachers can
provide numerous (and humorous) examples result¡ng from the
attempts of beginning students to express themselves ¡n writ¡ng.

The abundance of errors produced by these novice FL learners

often leads us to the conclusion that one should permit students
to write only what they can already speak and even then only in
carefully controlled patterns (Pincas, 1962; Rivers, 1968)' The

question at the heart of this discussion is whether or not under
certain conditions there is cause or compensating reasons that
would justify entry into writ¡ng, and, if so, how should these initial

wr¡ting tasks be structured,
The decision by this writer to loosen the leash developed in

an attempt to sustain student motivation in adult education
German classes by applying findings from recent research in both
adult education theory and writing workshop strategies' Annually
over a ten year period groups of students ranging in age fiom 23

to 80 have responded to this instructor's query about their goals

for the course, and have emphasized that they want to learn to
speak and understand. ln addition, many express strong desires

to write on a variety of topics and in paragraph length discourse.
Rarely do we encounter such clearly stated and largely

unsolicited requests in classes of pre-adults and adolescents:
Troyanovich (31) must have had the latter in mind when writing,

"most second-language students have neither lhe psychological
nor the practical need to learn to write the foreign language." (p,

435) ln fact, adult learners tend to have different reasons for
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studyìng another language, as well a3. diffgrent learning strategies'

il,;üñ-an e*"r¡ñãt¡o"n'ot the literature on adult learning

ori"nti¡on. as well as through our own observations we can

learn tQ adapt our teaching style to respond to these adult needs'

TOWARD AN UNDERSTANDING OF ADULT LEARNERS

The PrecePts of andragog

to adults) introduced bY Know

have been undergoing debate'

time, (Conti, 1985; DavenPort'

Podeschi, 1987) Pedagogy' t

to the science or tea"ñì"néiít ori"nt"d specifically toward thgïies

of how children r"utn änË'has resulted in methodologies of how

all learners, children and adults alike' should be taught' The

works of Knowles and óthers, based on findings that adults learn

drfferentlY, suggest Persu
rethink the methods and s

progression,
1, Their self-concept moves from one of being dependent

toward one of being self-directing'

2. They accumutate ã growllg reservoir of experience that

becômes an increasinþ resource for learning'

3. Their time p"tti"ttìïã'"h"ng"" from one of postponed

"öpìi.ãiión 

'ot [nãwleoge tõ immediacv or application'

ÃããäiJ¡ngrv, theii orientalion toward learning shifts from one

of subject-centeredness to one of problem-centeredness'

Corresponding implic-Jäá" to' course planning and teaching

method would demand of instructors of adults that they:

1. lnclude aOult stuãents In a mutual pfocess of formulating

learning oO¡ectivËs anO in the designing of learning

experiences; ' )nces as resources for2. Help students exploit their own exp:rl:

learning so that ti're learning process is related to and makes

use of their knowledge;
3. Help $udents apply 

-new learning to their experience'
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Equipped with an understanding of these basic concepts of adult
psychology, the FL instructor is more likely to be better able to
cope with the challenges encountered in the beginning FL class.

First, beginning adult FL learners face the potential problem
of infantilization. Our students are at the distinct risk of sounding-
-or at the least of fearing they will sound-like toddlers. Most
teachers have ways of trying to compensate for this implicit
handicap. For adult learners, the problem is intensified. As
described by Levinson (1976), lhe dr¡ve to achieve the ego ideal-
-our picture of how we should be at our ideal best--is the most
powerful motivating factor in adults. A critical element in the adult
personality is the desire to see the self as competent and
effective in doing well what one does. ln contrast to children--
dependent beings for whom education is a process of
accumulating a reservoir of knowledge and skills to be used later
in life--adults view themselves as producers, doefs, managers of
the¡r own lives. Thus education invofves immediacy of application
toward problem solving (Knowles, 1970, p. 48). Furthermore,
because adults define themselves by their experience, they have
a deep ¡nvestment in the experience itself. lf put in a situation in
which their experience is not being used, or its wofth is
minímized, adults feel re¡ected as persons,

Application of these concepts in the classroom necessítates
providing adults with ways to apply new ideas to their
experiences, to apply new skills and knowledge immediately, and
to manage their learning in the collaborative mode whereby
"authority for curriculum formation is jointly shared by the learner
and the practit¡oner" (Conti, 1985, p. 7), Not to provide for these
special needs of adults, not to adapt to adult learning
orientations, is to intens¡fy the ¡nfantilization already inherent in the
language taught in the beginning FL classes and thereby to
increase anxiety and frustration,

THE CASE FOR WRITING

One readily available means by which adults can apply
language skills and knowledge and gain a sense of mastery over
application of subject matter ¡s to do with it what they have done
experientially w¡th the native language--listen, speak, read, and
also write. When adult learners indicate that developing skill in
writing is a goal or a desired component of the course, the
instructor will want to be able to accommodate the learner
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confidently and ¡n good conscience'. lf teachers fail to
understand and act<noiledge thr extent to which adults must be

treated as adults, tne consequences are often resentment and

withdrawal trom contiÁueo teaining, unfonunately, the trad¡tional

education modet n"" iãá ott"n ta¡IeO to help adults achieve,their
aged motivation to learn

bles maY PlaY a role in the
continue in the study of a

ar, course design and resPonse

is most certa¡nly an ¡mportant

their creative writing Proiects'

GETT¡NG STARTED
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,nscience, lf teachers fail to
'ìe exítent to which adults must be
rences afe often resentment and
ring. Unfortunately, the trad¡tional
failed to help adults ach¡eve their
ðiscouraged motivation to learn
ry variables may play a role in the
do not continue in the study of a
,ear, course design and response
is most certainly an important

to accommodate those adults for
le second language is a goal,
:d in the most productive means
eling strategies used in English
establish a climate conducive to

¡ues for minimizing the likelihood
many linguistic monstrosities into

STARTED

ent¡on techniques used in writing
naturally to the beginning FL

nd oral brainstorming. A number
¡ have appeared recently whích
chniques (Collins, 1985; Colman,

, 1981; Hewins, 1986; McGrath,
)84). Since these techniques are
' work particularly well in the FL

cilitative and corrective role of the
:hat in the adult classroom these
structure ideas and to reinforce
motivate students toward arriving
s on a topic. Adults who are
ed have a clearly recognized
draw, and view their writ¡ng as
express thoughts efficiently and

rgaged in putting pen to Paper,
nstructor of how to facilitate most
n of ideas,
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CONFERENGING
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FOCUS CORRECTION
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ticular case (two months jnto the
)t yet been introduced, The more

that "s¡nce" as a subordinating
n German from ',s¡nce,, (,,seit,') as a
hen be referred to the explanation
I, one might say simply that ,'seit'

refore an object of t¡me to express
3" and that in German such a time
: the present is used with the
einer Woche bin ich hier." To the
roint out that the construct¡on is
:arned an appropriate alternative,
¡t that for the time being we shall
'esy? Revolutionary? Not ¡f we
elines,

)RRECTION

Jnts writing and the instructor
ight back at the long-espoused
¡ beginning FL students to write:
j what to do about them all. The
le (1982) ¡s that ,,unless all errors
stic structures, rather than the

ingrained in the student,s
Whether thís reasoning is sound
and the subject of lively debate,

¡inning FL students of necessity
ink of countless correctíons, and
ierencing time will be demanded,
¡ project at the very least
unfeasible. But wíthout those
re run the risk of unwittingfy
¡lation which will result in bad
the student's brain?

locus correction, advanced by
;ively in native language writing
¡ise, with both young writers and
rcourages the instructor to focus
rr than to note everyth¡ng that is
;elective approach to correction,
lrrnation about the criteria being
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used to evaluate, and indicates clearly that only certa¡n types of

errors will be corrected.
ln the beginning FL ctass these would be grammatical

concàpts ano vócaoiary covered to that.point' Essentìal at the

ári""t'ls clarification Oy ítre instructor and firm understanding on

tf'li"ti of students ttrât tnere may be additional errors' but that

ir.ìãv *¡ll be overlookeJ ¡n trre interest of concentrating on a few

issues at one time. From a pract¡cal po¡nt of uju*', jo-tu-"-

correctionislesstime.consumingandistrulythecritical.factor
thal enables the teacher to proñlot" development of writing in

beginning FL classes *¡ttlo't undermining tudent motivation and

i"åiÄi"ö."nt collins 1réasa¡ puts it, focus orrection provides ror

iã.. iãã"r'", effon while próducing more student learning'

Focus correction is þenerally-more a problem of adjustment

lor the 
-instructor 

than ihe student' As described by Murray

iìs6-81 a pioneer rn the process writing movement'

Not correcting páp"i'. may be the hardest thing for a writing

teacher to do. T'he errors are there and so is the virtuous

ieeting of a iob wetl done as thd mistakes are speared on

the pãge. The more mistakes' the more satisfaction ' ' '

The teacher may have as much trouble not correct¡ng papers

as a drunk not taking a drink' lt's so easy to slash.throu.gh

a student's paper, io futfitting' so much fun' lt does fine

things for the ,"ãän"', but little for the student' Successful

i.piut"ntut¡on oi tn¡s'strategy for handling students'. written

worl.canbeeffectedonlywhenwebecometrulylearner-
ori"nt"O and acknowtedgé tfrat correcting every error is not

the key to enhanced student learning' 
r

An interesting ,n"iogy to the issue of what we might call

"invented L2 grammar oVï"V of L1" may be drawn to "invented

spelling," " "otpon"åt 
of tne'wrlole language movement wherein

Vãr"gîftilOr"n *ho 
"r."¡'st 

begrnningio associate sounds with

letters are encourag"à to write' Ex', "1 was sc yastr day and.l cat

na cm tow Scow,'' trans' ..1 was sick yesterday and could not

lot" to school" (Newman, 1984)' Early childhood.educator

Wood (1982) addresses a familiar-sounding question..ra¡1e! gver

the advisability of encouraging invented scelling: will it interfere

with learning to read anä ñ,r¡te in standard spelling? Sl9

responds, "As inventive spellers engage in experiences with

standard prlnt their concept ol orthography is gradually

modified , , . . The learning pattern that characterizes language

acquisit¡on, as *"1ì-ä Ëon""pt attainment in general' is
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evidenced. Gradually the learner modifíes rules to incorporate
new experiences." (p, 707) Over time FL learners similarly
integrate and apply new concepts. Errors result¡ng at one stage
from lack of knowledge are gradually replaced by correct and
appropriate expression as new concepts are learned.
Documenting students' progress by having each student keep all
wr¡tten work in a folder for longitudinal overview confirms the
validity of focus correction and alleviates concern over the
development of bad habits,

ADI..'LT LEARNING, WRITING
AND VOCABULARY ACQUISITION

An additional advantage to facilitating writing skills of adult
students is the increase in the amount of vocabulary they control.
Cross (7), a leader in the field of adult learning, notes that tasks
requiring quick insight, short-term memorization and complex
interactions are best undertaken when young. As people get
older, they accumulate knowledge and develop perspect¡ve and
experience in the use and application of that knowledge.
According to Cross, in order for a model to capitalize on the
learning strengths of adults, it should deemphasize the
processing of large amounts of new information emphasize the
development of those tasks that require integratíon, interpretation,
and applicat¡on of knowledge, Rather than mernorizing long lists
of vocabulary, a discouraging experience for many adults, new
terms can be more smoothly incorporated experientially with the
personalized writing context providing tlre framework. For those
students who wish to use a d¡clionary, the usual caveats are
expounded, Students should obtain a mult¡-entry hardback
edition, They should be taught to reduce an expression to the
most concrete terms possible, and then to counter-reference the
FL equivalent in order to confirm the preliminary decision. The
conferencing and focus correction strategies also serve to
mínimize many of the p¡tfalls associated with dictionary use. Most
importantly, adults need to be permitted to follow a self-
determinecJ course of action, whenever possible. Uce of the
dictionary is burt one oxample of a student-centered activity
through which the instructor can help language learning become
more independent in therr self-expression,
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CONCLUSION

ln theír eagerness to express themselves accurately in writing
and to gain a sense of mastery over subject matter by applying
new knowledge to old experíence, adult FL learners challenge
themselves to promote effective in-class experiences. lnvolvement
in the writing process demonstrates vividly that there is no "get-
language-quick" scheme to be had. But, once vested in such a
highly personalized and individualized endeavor, adults respond
positively to the reaf¡zat¡on that language learning is a continuous
process with few neatly packaged endings or beginnings, By
accommodating adult learning orientations, by allowing students
a voice in course planning and objectives, and by creat¡vely
confronting the risks associated with early introduct¡on of writing,
we create an environment within which adults can realize their
own goals and develop a sense of mastery essentialto cont¡nued
¡nterest in FL learning.
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INTRODUCTION

As interest has increased during the past several years ín

teaching languages for functional use, cons¡derable change has

been noted in classroom instruction, Beginning levelcourses ale
becoming more oriented towards teaching language for
communication and less organized around grammat¡cal syllabi'
and many ¡nstitut¡ons are beginning to revise the¡r entire lower
level curriculum. This new direction in language teaching brings
with it a need to implement changes in TA training and
supervrsron.

The tendency of more and more foreign language educators
to envision the sequencing of materials according to functions or
task universals (i,e, requesting information, complimenting,
expressing agreement or disagreement) is resulting in new, and

substantially expanded beginning level textbook programs

becoming avaÍlable. As matertals and courses change to reflect
this new or¡entat¡on, so, too, will significant modifications need to
be made in the approaches taken to the preparation and
supervision of the graduate teaching assistants (IAs) who are

often assigned instructional responsibilities in the affected classes.

Teaching assistants who have learned the languâge in a

traditional, teacher-centered and grammar-or¡ented classroom, and
who have little or no experience with planning and conducting
classes on their own, are often unable to cope with the demands
of the proficíency-oriented syllabus. The orchestration of
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diversified, small-group work, praclice sessions and situational or

contextualized activitiås "¡rpiv 
overwhelm these inexperienced

TAs. Understandably' faculty who serve as course coordinators

and TA supervisors must áooress this issue' The American

Association of University Supervisors and Goordinators has been

instrurnental in stimuiåting' serious discussion and study of

äãJ"ö"óilál queslions in"t relate to the communicative

classroom,
The creation of a new basic course structure provides an

; revision of the guidance and

istants assigned to teach these

roficiencY
all activiti
caPable

ce of tea

communication.
Just as incoming language students need to be placed

according to their Oact<gio'nd, so' too' may the teaching

assistants need to ï" ËuperuiseO according to the¡r. prior

;;ô;;";"-, Those TAs in ti^reir first year will tend to need more

direct guidance than inã rnot" experienced ones' thus dictating

to some extent tfre teacfring tasli and other assignments they

receive.
A comprehensive approach to TA..:Y.P"tition and training in

the pioficiency-orienteJ'ål"tt'oot will likely include (l ." qt:
service workshop, (ziin-serv¡ce merhodology courses l'l!1-.1:

õñil* t"äårting assignments' . 
and (3) systematrc

observations and evaliat¡ons óf their performance as instructors'

The use of mentors at various levels can enrich the program even

more, white offering iire iacrrty involved a unique opportunityJor

interaction with the 
- 

tÂs outs¡t e of the usual literature class

setting,

PRE-SERVICE WORKSHOP

New TAs usuallY have no t

rather frightened and

charge of the classro
instruction, how to
peformance of their students,

haroor a fear that they, themselves' may. not have the necessary

äË'g-rã" år controt of thó tanguage thar will enable them to ''answer
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questions about the grammar," and they secretly wonder whether
they can handle any disciplinary problem that might arise. A very
effective way to address these concerns a pr¡or¡ is through a
workshop that is scheduled immediately prior to the beginning of
the term, This ¡ntens¡ve pre-service workshop, usually held the
week before classes start is designed to prepare the TAs for their
assignments by acquainting them with the mechanics of planníng,
instruction, evaluation, etc. During the workshop, the new TAs
are familiarized with university and departmental structure and
receive a general overview of the materials to be used and the
principles around which a proficiency-based classroom is
organized. An introduction to the laboratory tacilities and other
support services may also be included. During the init¡al stages
of the workshop, TAs also receive an explanation of the content
and rationale of the training program in which they will be
participating, Although the more experienced TAs may need only
a short refresher workshop, they should be encouraged to work
closely with the new TAs on a regular basis.

IN-SERVICE METHODOLOGY COURSES

Substantial changes in the beginníng level curriculum require
methodology courses that address the features of the newly
designed curriculum, A course that meets two hours weekly for
all first-year TAs during the fall term, and an additional one-hour
course required of all TAs each term while they are in the
graduate program can provide the structure necessary for an
organized presentation of basic teaching principles, course
material previews, and the guidance necessary for a successful
teaching and learning experience for the TAs, The coordinator
may hold weekly meetings for the new TAs in which they receive
a lesson guide and go over the instructional objectives and
procedures for the upcoming week. ldeally, the new TAs will be
able to work with an experienced ¡nstructor during their first term,
thus allowing them to observe, assist and participate in the class
on a regular basis in a team-teaching situation, as well as teach
one day a week on the¡r own, using the materials previewed in
the methods course. ln this manner, a mentoring process is
establ¡shed as an integral paft of their preparat¡on. During the
first week of instruction for each unit, for example, the TAs can be
assigned the task of conducting reinforcement activit¡es that focus
on the listening skill and can conduct a variety of communicative
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assistants would be able to:

1. organize an ¡nstructional sequence around a list of task

universals;
2. use a variety of contextualized activ¡ties to practice

specific nd lexical units;

3. aterials that will lead 1o the

develop ng, reading' and writing ability

and s characteristics of the target

language's culture;
4. demonstrate several different approaches appropriate for

the evaluat¡on of oral skills;
5. demonstrate several different approaches appropriate for

the evaluation of reading and writing skills;

6. develop activìties for paired and group work based on

authentic materials;
7, apply effective correction strategies for student errors'
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grammatical in nature and the other lexical. These presentations
should reflect an orientatíon towards proficiency, and should be
part of a lesson plan that includes the functional objectives' the
contexts, the des¡gn for the presentation, an example of a

controlled-type exercise and another of a guided communicative
act¡vity for paired or group work. This particular assignment is

designed to help the TAs reduce the emphasis on grammar

explanation and keep in mind that the class is student-centered
and that the teacher ¡s a facilitator.

The two-hour methods course should include several lessons
on techniques for oral evaluations. ln-class practices may be
provided in which the TAs listen to sample interviews and

evaluate them on their own, They can then compare and discuss

the¡r evaluations with those of their fellow TAs and the course
director. Although the purpose of this activity is not to produce

classes they teach.
Each term (semester or trimester) a one-hour methods

course for both new and returning graduate teaching assistants

can provide experience in the preparation of proficiency-based

materials which are directly linked to the course that they are

teaching, ln the fall, lhe once-weekly session can provide an

overview of the year's activitles. ln the spring it may be used to

review plans for the cufrênt term and to preview the coming

summer and fall terms. The additional preparation and training

provided by these one-hour courses allow the graduate students

to enter the term when they teach their own course with a better

idea of what needs to be accomplished and a solid background
in how to use proficiency-based materíals in the classroom.

Although the TAs have received a great deal of training by

the end of their first year, they still may not be ready to assume

complete control and responsibility for their classes, especially
given the multiple-section courses offered at the beginning levels'

The nature of these courses requires that homogeneity be

maintained across sectiorìs, thus allowing for minimal deviation

with respect to content and instructional strategies. The course

supervisor or coordinator in this situation provides the framework,

in the form of the course syllabus and the major exams, and
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allows the teach¡ng ass¡stants to have an experience somewhat

different from the ftignV structured guidance given to the f¡rst-

year TAs. The experìenced TAs should be in charge of the day-

io-Oay responsibilities of their course such as the development of

quizzäs and supplementary activities, record keeping' student

conferences, etc. TAs ai this level may also be given .the
ãpportunity to provide materials for use by all staff members' thus

ouitoing ón éxperience gained during their initial two-hour

methods course.
The course supervisor should hold meetings as needed with

the novice teachers, although a good deal of the coordination can

táXe place through the use of memos and day-to-day

conveisations with the individual TAs. The nrajority of these one-

on-one chats will most likely concern conlusion over university

pãti"l". and regutations, problems with student disciptine or

instructional problems regarding special learners' The role of the

coordinator ¡n th¡s situation is that of advisor, resource person'

trouble-shooter, and in many cases, listener' The TAs at th¡s level

needtobegintomakesomedecisionsthatWillhaveaneffecton
allsectionsoftheCourseandtakeresponsibilityforthose
decisions.

The proficiency-oriented classroom' with its group and paired

work, situational exercises, and other student-centered activit¡es

provides a unique oppoftun¡ty for the experienced TAs who have

workeO with faculty mentort duting the f¡rst year' ln the spring

term, gned to team-teach with a more

exper ãgain with the listening' reading

and c ed during lheir first term teaching

ã"signment, Since the new TAs are using materials that are

ir"ãoy somewhat fam¡l¡ar to them, they tend to feel more

confidónt and a(e able to expand upon their previous

presentations. At the same time, they are once again working

withamoreexpertencedindiviclual;inthiscasesomeonewho
has gone through the program before them' By th¡s point in their

þiãtelsionaf Oévetopmenì, tne experienced TAs have the

background and the confidence necessary to begin to serve as

role riodels for others. This experience also reinforces the need

for and the importance of cooperation among colleagues' which

in turn helps ensure a smoothly functioning program'
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allows the teactì¡ng ass¡slants to have an exper¡ence somewhat
different from the h¡ghly structured gu¡dance g¡ven lo the firsr-
year TAs The cxper¡enced TAs should be in charge of the day-
lo-day responsib¡lities of the¡r course such as the development of
qu¡zzes and supp¡enrentary actjv¡t¡es, record keeping, student
conferetìces, elc TAs at this level may also be g¡ven lhe
opponunity to provide mater¡âls tor use by all staff members, thus
building on exper¡ence ga¡ned dur¡ng the¡r initial tvvo-hour
methods course,

The course supervisor should hold meetings as needed with
lhe nov¡ce teachers, although a good deal of the coordination can
take place through the use of rnemos and daylo-day
conversations with lhe ¡ndiv¡dual TAs The rrajor¡ty of these one-
on-one chats will trìost l¡kely concern confus¡on over univetsity
pol¡cies and regulat¡ons, problems wÍth sludenÌ d¡scipline or
¡nstruct¡orìal problenrs regard¡ng spec¡al learners. The role of lfÉ
coordinalor in th¡s s¡tuat¡on ¡s that of advisor, resource person,
trouble-shooter, and in many cases, l¡stener The TAs at lhis level
need to beg¡rì lo make somê decisions that w¡ll have an effect on
all sections of lhe course and Îâke responsib¡l¡ty for those
decis¡ons.

The proficiency-oriented classroom, with ¡ls group and paifed
work, situational exercises, and other studen¡-centered activ¡t¡es
prov¡des a un¡que opportun¡ty for the exper¡enced TAs who have
worked with faculty menlols during the f¡rst year ln lhe spring
term, the new TAs may be assigned lo teamìeach w¡Ìh a more
exper¡enced TA, work¡ng once aga¡n with the listen¡ng, reading
and commurì¡cative exerc¡ses used dur¡ng their f¡rst term leach¡ng
assignment Since the new TAs are using mater¡als that are
already somewhal fam¡l¡ar to lhem, lhey tend to teel more
conf¡dent and âre âble to expand upon their pÍevious
presentations, At the same time, they are once agairì working
with a more expef¡enced ind¡vidual; ¡n th¡s case someone who
has gone through the program before them. By th¡s po¡nt ¡n lheir
ptofessional developmem, the experienced TAs have the
background and the conf¡dence necessery to beg¡n to serye as
role models for others Th¡s experience also reinforces the need
for and the ¡mponance of cooperat¡on among colleagues, wh¡ch
in turn helps ensure a smoothly function¡ng program
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OBSERVATION AND EVALUATION

A very importarìÌ aspect of any course or train¡ng program
is effective evaluat¡on of studerìt performance Since lhe teach¡rìg
ass¡stants are involved ¡o classroom teach¡ng, methods course
work and team-teach¡ng, lhe evaluat¡on procedures employed
need to address all three areas.

As one ol the requirements of thê two-hour methods course,
the new TAs should prepare a final project in which they are
respons¡ble fot lhe development of an entire unit of mater¡als
This type ol project is more appropr¡ate than a written end-of-
lerm exam because the language coordinalor ¡s able to see
exactly how well the graduate students aÍe able lo apply the
pr¡ncip¡es that have been presented and d¡scussed ¡n the course
The eftecliveness of their projecl may then become one of the
key factors in the determ¡na¡¡on of teach¡ng assignments ¡n

subsequent terms,
Both new and experienced graduate teaohing assistânts may

ga¡n progress¡ve exper¡ence in the preparation ot maler¡als
through the one-hour course that they take each lerm. The
grade for this course may be based upon wr¡tten observat¡ons
by lhe TAs of courses at both the beg¡nn¡ng and ¡nterrìediate
levels, part¡cipalion in other classes through warm ups and
cultural lessons, and preparat¡on of cena¡n nìaterials for
classroom and/or test¡ng purposes

ln order to ensure that the TAs are progressing
appropriately, the coord¡nator should observe each one al least
¡wice during the term The TA superuisor may also encourage
the TAs to have add¡lional observations made by other faculty
members, espec¡ally lhose serv¡ng as menlors After each
obseruation, a written evaluation should be prepared and then
discussed, w¡lh both part¡es having an opponunity to respond to
each other's comments (see Appendix A) Since course
observat¡ons are also required ¡n the methods courses, there is
an opportun¡ty for cont¡nual feedback on many levels, Bolh the
new and the more exper¡enced TAs may well obserue each othef,
as well as their "mentof professors Deperìding on the course
requ¡rernents, the TAs may wr¡te oul extens¡ve obseryat¡on reports
with commentary on techn¡ques observed and the¡r reaclion to
them, or use the form thât is used when they, themselves, are
obseNed by the coordinatol supervisor. ln all cases, tho
obserual¡ons need to be used as a learning tool and be treated



132 Ken Fteak and GarolYn Hansen

as another way to help the TAs improve their classroom

effectiveness,

SUMMARY AND CONCLUSION

classrooms at all levels of instruction'
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as ânother way 10 help the TAs improve the¡r classroom
effectiveness.

SUMMARY AND CONCLUSION

TAs with training such as that descr¡bed here are capable of
contr¡but¡ng to the departmenl ¡n a variety of ways. The well-
balanced presenlat¡on of theory and practical appl¡cat¡ons in the
methods courses prov¡des each TA with the basic sk¡lls necessary
to teach the beg¡nn¡ng leve¡ courses eificiently and professionally
Beyond the teachirìg ass¡gnmenl, TAs, who have pan¡c¡pated in
th¡s type of program tend to work especially well w¡th small
conversal¡on courses or, íf they are native speakefs, as cultural
and l¡ngu¡stic resource peßons in courses laught by senior
faculty; once again ¡ntroduclng lhe possibilily of mentor¡ng, Wh¡le
all TAs may help in the tutor¡al cenler or language laboratory,
they may also cover a class sess¡on for professors away flom
campus, lncreased oppoftun¡lies lo teach during the summef
terms and to pal¡c¡pate in h¡ghly ¡ntens¡ve prograrns or special
intra-campus summer exchanges may also accrue to the teach¡ng
ass¡slanls who are þetter qual¡fÌed 10 function effecl¡vely w¡th less
supervtston,

Wh¡le not all foreign language deparlrnents have the flex¡b¡l¡ty
to implement the curricular changes menlioned here, many
universit¡es do rely on graduate teach¡ng assilants 1o do lhe bulk
ol the teach¡ng at lhe beg¡nning levels Th¡s fact alone d¡ctates
thal those in charge of coord¡nation and supervjsion prov¡de the
þesl poss¡ble lra¡njng for these future fore¡gn language
professionals so that they, and more ¡mponantly, their students,
receive optimum instruction in the foreign language, Finally, the
cotìcepl of des¡gn¡ng a studefìt-centered classroom ¡s nol
festr¡cled to lhe foreign language classroom. TAs who
understand these pr¡nciples will undoutìtedly become more
effect¡ve leachers, regardless of the content of the courses they
teach Thus, a TA superuisiorì program wh¡ch ¡ncorporales pre-
seruice workshops, melhodology courses l¡nked to the ¡n-seruice
teach¡ng ass¡gnments, systemalic obseruat¡ons and evaiuations
and mentor¡ng can do much to prov¡de the profess¡on w¡th
¡nslructors who are wellprepared to staff proficiency-oriented
classrooms ât all levels of instruction.
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TA Teaching Evaluat¡on Form
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lnstructor:
Obsetuer:

Course:
Date:

The warrn-up wâs effective and well-organ¡zed. 1)

Excellent 2) Sat¡sfactory, 3) lmprovernent nêeded-
Cotùnenl:

2 Organ¡zation was ev¡dent throughout the lesson, w¡th
smooth transll¡ons
1) Consisrenrly, 2) Mostly.
3) Occas¡onally. 4) lnfrequently.
Comment:

3, The use ol Spanish and Engl¡sh was suitable for the
d¡fferent situat¡ons
1) Always 2) Mostly
3) Occasionally. 4) lnfrequently.
Commentl

4 Explanat¡ons and activit¡es were clear, brief, accurate, and
fast-paced,
1) Always 2) Usualiy,
3) Occas¡onally. 4) Lacking.
Comment:

The use of t¡me, the chalk board, and other teaching
materials reflected a posilive presentation of each aspect
of the lesson
1) Atways 2) Ljsually.
3) Occas¡onally 4) Lackirìg
Comment:

6 The use of correcl¡ve Feedback was eFfective and pos¡t¡ve.

1) Always. 2) Usually
3) Occasionally. 4) Lacking
Comment:

5
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The activities represented a good variety and matched the
level and ¡nterest of the students.
1) Always, 2) Usually.
3) Occasionally. 4) Lacking.
Comment:

L The entire class was involved in interactive ways.
1) Frequently and appropriatelY.
2) Often, but inappropriately at times,
3) lnfrequently, but appropriately when

evident.
4) lnfrequently and inappropriately.
5) Never,
Comment:

9. The students clearly understood the format of the
activities.
1) Always. 2) Usually. 3) Sometimes.
4) Lacking.
Comment:

10. The classroom environment was positive; the material was
presented confldently and the students responded
favorably.
1) Consistently. 2) MostlY,
3) Lacking.
Comment:

1'1. Observer's Remarks;

Signature:

12. lnstructor's Remarks:

Signature:
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7. The acl¡v¡l¡es repfesented a good vâriety and matched the
level and interest of ths studsnls.
1) Always. 2) Usually
3) Occasionally. 4) Lack¡ng
Comment:

L The ent¡re class was ¡nvolved ¡n interact¡vê ways
1) Frequenlty ând E)propr¡ately
2) Often, bt/t ¡nappropriately at t¡mes.
3) lnfrequently, bú appropriately when

evident
4) lnfrequently and inappropriately
5) Never.
Comment:

9 The studefis clearly undetstood the format of the
ectivil¡es.
'l) Always. 2) Usually 3) Somet¡mes.
4) Låck¡ng.
Commenti

10. The classroom env¡ronmênt was positive; the mater¡al was
presented conf¡denlly and the sludents responded
favorably.
1) Cons¡stently. 2) Mostly
3) Lack¡ng.
Comment:

11 Observer's Remarks:

S¡gnature:

12. lnstruclor's Remarks:

S¡gnaturs:
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On this twenty-f¡fth ann¡versary of SCOLT, l€t's take a few
m¡nutes to look ahead and det€rm¡ne where lhe organ¡zat¡on is
headed and where it should be going.l

This is truly a lime to feel good about being part of a
reg¡onal organ¡zat¡on whæe goal ¡s to io¡n together lhe var¡ous
state organ¡zat¡ons ¡n the South to prov¡de l¡nks belween the
states and to strenglh€n the role of toreign language educat¡on.

Th¡s ¡s also a lime to look al ourselves crit¡cally and to ask
several ¡mponanl questions:

'I Has SCOLT ¡n fact carr¡ed out its pr¡mary ob¡eclive
1o advilce the "learn¡ng and teach¡ng oi languages
at all levels of ¡nstruct¡on'? (scoLT, 1986)

2, Has it worked to its fullesl in fostering close ties not
only between ACTFI. tho nãional urnbrella
organizalion, but more importantly between us and
ouf constituêms on the diffsrent state and iocal
lêvels?

3. What can SCOLT do to strengthen its role, ¡ts
posit¡on, and its ¡mpacî? This is perhaps ¡he mosl
¡mpoftarn of the lhree asked. ln other words, ¡s

SCOLT simply going to continue lo promote tha
study of foreign lenguages, to talk about and
reseafch the lalus quo, or w¡ll ¡t begin to address

lspeech dslivered Oclobgr 10, 1989, al the Twenty{¡fth
Southern Conterence on Lârìguage Teaching Anniversary
Celebrat¡on, Liltle Rock, Arkansas.
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the needs of foreign language educators and

students?

funding. But is it enough?
Twenty-five years iJ a long time. SCOLT is not the 'new kid

on the blóck.' There have been many changes in foreign
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the needs of foreign languagc educalors and

studerìts?
accurately ACTFL and the AAT'S), and downward towârd the

state and local aÍilÌates, We are ¡ndeed a key l¡nk ¡n this chain

of cornmand, arrd, as tilte as llìe saying may be, a cha¡n ìs as

slrong as ¡ts weakest link ComPlacency with our Past successes

shoulrj nol cause us to relent. SCOLT has already shown a

leaciership role. unfoÍunalely, however, to c¡te one pan¡culaf

insÌance, ¡ts etfon has not been g¡ven ¡ts true imPorlance The

followrng descr¡ption illustrates lhe po¡nt

OriJanuary 31 , 1 s85, ¡n Las Vegas, represenlatives from the

frve regional conferences were welcomed as full vol¡ng mernbels

of the ÀCTFL Execut¡ve Counc¡l At that meel¡ng, the ACTFL by-

laws were changed lo reflect the ¡ncrease in membershlp of the
Execut¡ve Counc¡l from lerì to f¡fteen, and the ìerm of olf¡ce of

Council mêmbers was ¡ncreased flom three lo four years This

acld¡l¡on to the Execut¡ve Counc¡l car¡le about as a resull of

ACTFL'S hav¡rìg aPpo¡nted three d¡iferent Regional Task Force

Lia¡son coord¡natols who worked for several years with each of

the reg¡onal corllele ¡ls t¡es w¡th

¡otfr tne leg¡onals Pr¡mar¡ly 10

address the f¡ve Pl¡o attent¡on in

(ne f¡eld of foreign educalìon,

curriculurTl and male ess, foreign

language proficiency, and research. Each reg¡onal conferenoe

"ppìint",i 
a lask force wrì¡ch was 1o work on each of lhe pr¡or¡ty

a;eas. SCOLT'S loPic was research During my terlr as thc Task

Force L¡aison, SCOLT was the only organizatron that carr¡ed out
jts charge, anci lhat it d¡d largely orl its own and w¡th ¡mpress¡ve

¡nitiat¡ve. Through seeking funcl¡ng frorn the E[on E(iucat¡on

Foúndalion, SCOLT was the first regional confererìce (and I rright

are employed."
Now 1o lhe real Point: listen to the t¡tle of lhis SCOLT
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Let us not be cornplacent lf one lakes lhe last question

seriously and if it is heeded as a challenge, ìhe staìus quo should

no longer be acceptable. There has bêên e strong resurgence

of interest ¡n fore¡gn language study, Enrollment in our courses
¡s at an âlltime h¡gh. More and more stales are Þeginning lo
¡mplement high school and college foreign languagê graduat¡on

requ¡remenls as well as college entfance requlrements. There is
frÐre and more talk and action lo leintroduce foreign languages

Stud¡es, Art¡cles have recerfly appeared about the importance of

funding. But is ¡t enough?
TwentyJive years is a lorìg lime SCOLT ¡s not the'rìew kid

on the blóck." There have been nìany changes irì tore¡gn

language educâtion over the past twenty-five years Thele are

some which are frankly better forgotten. Olhef changes have

rnoved out f¡eld to ¡1s currenl position of h¡gh visibil¡ty and

¡mportance ¡rl the comPlele educat¡orl of today's youth. There are

incleed developrnents fol wlìich we can be corrgratulated.
But the lask ¡s assurediy not over; it tìas on¡y just begun

As previously asked, is SCOLT s¡mply going to continue to

promote the study of fofe¡gn languages, to talk about and
research the status quo, of is it to beg¡n lo address the needs of

foreign langu SimPly stated another
way, are we ex¡sting condit¡ons.or
are we going d address our spec¡f¡c

needs and concems?
The key role on ¡s to Prov¡de

leadership for ¡ts afl cooperat¡on. This

cooperalíon moves ¡ oward our national

fore¡gn languag€ r Perhaps more
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The 1981 Conference on Profess¡onal Priorities helcl ¡n Boston ¡n
conjunction with the ACTFL Antlual Meet¡ng singied out the five
priorities, The reg¡onal task Jorces were oharged wilh defin¡ng
s¡gnil¡cânt issues ¡n ¡Îs area, proposing d¡reclions for lhe
profess¡on and prcpar¡rìg a f¡rìal report establish¡ng real¡st¡c goals
SCOLT not on¡y reacted to the charge, but gave us a lorward
look at one of our rnaior concerns and ßot a simple state-of the-
art repon, As Professor Cooper (vii) stales: ' . we decided
l¡rst 10 discover frorn practitioners in the f¡eld what the¡r most
ufgent questions were about fofeign language leafning and
teaching We then attenìpted to provide the answers by citing
eppl¡cable research' Here is an instance where ingenuity
addressed a spec¡f¡c concern, since " , , most of the stud¡es ¡n

the fore¡gn language educa¡¡on are underlaken to satisfy the
curios¡ty of and 1o benefit lhe invest¡gators themselves, ratlìer
than to address concerrìs that actual classroom teachers hâve
about language leârning and pedagogy" (Cooper, 1985, vi¡) You
are all familiar w¡th lhe saying "Too many ch¡efs arìd no lnd¡ans "

ln reïererìce to fore¡gn language education for entirely too long,
th¡s nìight be slated ûìore aplly as "Too many Indians and no
chief ' We nìust have a leader

On the national level, ACTFL is thal leader On the regionai
level in the Southeast, SCOLT should be the leader But none of
us can act alone, ACTFL hâs strengthened ¡ts l¡es wilh its
regional ancl state constituenls by holding jo¡nt annual meelings
(it rnel jointly w¡th SCOLT in 1972, aga¡n ¡n 1987 in Atlanla with
over 2000 people in attendance, and will aga¡n ¡n Nâshville in
1990)ì by includjng rêgional lepresentatives on ¡ts Execut¡ve
Council; through the pend¡ng publication of ils LeadershiÞ for
Fore¡qn Lanquaae Oraan¡zationsr A Handbook

An important question to ask is whether the reg¡onal
organ¡zations have been strengthen¡ng ties w¡th their own
atfiliates? Has a conceTted effon been made to create a strong
network betvJeen SCOLT and the state organizat¡ons? Have
effect¡ve l¡nes ot commun¡cations treen established? Has SCOLf
kepl ¡n touch w¡th ils affiliates lhroughout the year? Hâs it
remaìned too ¡nsular w¡lh its annual meetings and not given
leachers throughout its region the opponunity lo attend and prof¡t
from lhese conferences?

ln the lntroduct¡on to lhe leadership handbook are the
statementsr "The chaptefs otfsr suggestions and expef¡ence-
based looks al many aspects of the effective managemenl,
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adminislrat¡on and runnrng of sta1e, distr¡ct or regional fore¡gn
language assoo¡at¡ons [ ] We hope lhat [this handbook] wi¡l

prov¡de tlìe basic structure around which a 'user's guide to
effeotive leadersh¡p' may tre built ior each aÍil¡ale. [ ì We

hope that this handllcrok w¡ll help strengthen ând increase the
ties betvreen the national foreign larìguage assoc¡alion arld its

constiluert rnembers, for ACFTL'S strong leadcrstr¡p conìes from
strong nìember organ¡zalbns' [ferry, n,d., i) In selecting lhe
aullìors for the various chaplers, Genelle Morain, ed¡tor of I¡C
Egêç!! for the Fore¡gn Language Associal¡on of Georg¡a was
asked to corìlribute a chapter, and she w¡ll¡ngly wrote "The State
Newsletter: Vo¡ce for Excel¡encc "

We have anolher opPoÍunity to highlight lhe outstanding
contributions from our region. ACTFL has instituled the inclusiorì
of selected presentalÌons frorn reg¡onal conferences in ¡ts Annual
Meetirìg progranì These preserìlat¡ons are selecled by each
regional conference as'the best of ' and are recognized as

such in the Arìnua¡ Meeting Proglam Could this sânìe structure
be implerneiled ¡n the SCOLT Annual Mêe¡¡ng?

AoTFL is mak¡ng a lrong, concened effon to provide

leadership and cooperat¡ve venl!¡res between il, at the nat¡onal

level, and its const¡tuent members. 8ut lhe strength of these
eiforts goes tvr'o ways What ¡s SCOL-I currenlly doirlg to
mainl.ain such a cooperatrve eflort with ¡ls own atfiliates? Whal
else needs to be done?

Most certa¡nly, SCOLT'S nìiss¡on ¡s a reflect¡on of ACTFL'S

mrsston:
The mission of the Amelican Counc¡l on the

Teaching oÍ Fofe¡gn Languages ¡s to Pfomote and
foster the study of languages and cullures as an
irìtegtal componenl of Amel¡carì educatton and socÌety
ând to provide efJective leadership for lhe impfovement
of teaching and learn¡ng at all levels of instfuction ¡n all

languages ACTFL accomplishes ¡ts rnision through
prograrns and projects that rarlge from those influenc¡ng
educational polic¡es at the nalional leve¡ to those
furnÍshing practical ass¡stance 1o classroom teachers
(ACTFL, 1987,333).
scoLT needs to take a stfong look aÎ the central states

Conference on Foreign Lânguage Teaching (CSC) and ils
adm¡rable efforts lo provide links aûìong the state organ¡zations
thal are ¡ncluded ¡n ¡ts membersh¡p Central States is assuredly
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a model for all other regionals. There is an excellent working
relationship with the state affiliates and their leadership. CSC is
a member of all state organizations includecl within its area, ln

addition, there afe designated state representatives or liaisons of
CSC in every state who facjlitate communication throughout the
year. At its Annual Meeting, Central States makes an effort to
¡dentify and recognize the state organ¡zations through providing
breakfasts for the presidents of the various state affiliates and by
providing informative seminars on leadership or inviting nationally-
recognized speakers to address them. Edward Scebold, Executive
Director of ACTFL, and J. David Edwards from the Joint National
Committee on Languages, for example. Finally, CSC holds joint
conferences with various state organizations, offering them a

fínancial rebate for each member of the host state organizat¡on
attending the conference, with the moníes returned to the
treasury of that state organization [fhrush).

Pan of the title of the SCOLT publication, Research Within
Reach addresses a charge not only to SCOLT but to all who
have made foreign language education their career: We nnust

begin to provide Responses to the Concerns of Foreigrl
Lanquaqe Teachers. We must support and encourage the efforts

to improve not only the profession in general but our own
incjividual yet essential roles in foreign language teaching.

What is meant by 'support"? Some synonyms of this verb
are to "strengthen, to sustaín, to subsidize, to maintain, to
advance, to advocate, to promote," ln a nutshell, here is my
charge to regional organizations:

- to strengthen the support of our aff¡liates by offering them
strong leadership and a supportive sense of purpose;
- to susta¡n our faith in the value of what we ale doing and
to sustain, if not improve, our working relationship with our
affiliates;
- to subsidize, financially when possible, and with expert
resource personnel, innovative programs within our region;
- to mair¡tain the current ¡mpetus in foreign language
education, paying particular attention to the concerns of
teachers;
- to advance our own leadership role and that of our local
and state affiliates by creating a strong system of networks
both within the region and between us and ACTFL;
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- to aôrocde change in the profession when and where
change is needed, based on the concerns of its
practitioners, locally, statow¡de, regionally and nationally;
- to promote the value of the study of another language,

The rest is up to each and every one of us.
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AATF, S. Allantic Region
Arkansas AATF

Frans Amelinckx
Eslelle Archibold
John Austin
Herman Bostick
Marian Brodman
Lynn Bryan
F¡l¡sha Camara-Norman
Mar¡lyn Carpemer
Ronald Cere
Rosalie M. Cheatham
Pearl Bennetl Chiari
Kay Clements
Earle Clowney
Joanna B. clane
Dorothy D¡Orio
Greg Duncan
Raul Fernandez
Pamela A. F¡cken
E. Wayne Flgan
Paula Fordham
T. Bruce Fryer
Susan Gr¡er
Moses Hardin
N¡cole Hatf¡eld
Paula Heus¡nkveld
Judy Holzman
Lesl¡e Kearney
Virg¡nia Kennedy
Bob LaFayette

Michael Låst¡nger
Dan¡el A. MacLeay
Mad€l¡ne Marquette
Frank W. Medley, Jr
Susan B. Metcaf

- Sue Misù¡c
Joanne McFerfan Mount
Jacquel¡ne Moyano
Lettie R. Nêlson
Helen G. Newlon
Cathryn O'Brien
Rebecca M. Parker
Mercêdes Ph¡pps
Barbara P Ransford
Sharon Rapp
Hal H. Rennen
Marueen Riley
Lynn B Rogers
Lou¡se Rolle{son
Nancy Shumaker
Rob¡n Snyder
Lissi Spencer
Alice J. strange
Janene C. Sull¡van
Robert M. Terry
Etlie Tiliakß
Yvonne Ortega-Tutunj¡an
Jeann¡e Vill¡nes
Laura K. Wh¡te
Lea Young

South Carolina AATF

AATG
Arkansas AATG
Arkanses Stale Universily
Central States Corference on

Language Teach¡ng
Charle$on (SC) oay School
Collsge of Charleston
Columb¡a (SC) College
Converse College

Emory Universlty
FLA of Georg¡a

Fl-A of North Carolina

Fullon Co. (GA) Bd of Educal¡on

Georgia slate univsfs¡ty
Lâkos¡d€ HS, Evans, GA
L-ander College
Nonh Georgia College
South Carolina Conf€rence d
Foreign L3nguage Teachers

Soúhem Arkansas Un¡versity

SpêlÍÌan Collegs, A¡lanla

Texas FLq

Douglas Cardwell
Kfiy Caffey
V¡rgin¡a Johnson
Allyn S. Bruce
Billie Edmonds
H€lene Z¡mmer-Lowe
Elke Slayton
Jane Gill
Jody Thrush

Patr¡c¡a K Sheppard
Michael P¡ncus
Fred Ne¡to
Jeri-Anne King
Arìthony Scavillo
Viola weslbrook
Lowoll Bouma
Susn Crooks
Kathy White
Sharon King
Lynnê Mcclendon
Lou Culbreath
Dil¡d O'Connell
Jms Shaffer Ellion
Michael Rowland
W. Guy Ol¡ver
B¡ll¡e Edmonds

Paul Smith
Giselê Sóutel
Estelle Arch¡bold
Jamæ Gât6
Frank Maples
Eugenia Simons
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Tulsa Junior College

University of Montevallo, AL

University of South Carolina

University of South Florida

Valdosta State College

Wheeler HS Spanish Honor
Society Mar¡etta, GA

Winthrop College

Laura J. Walker
Terry Manning
Richard W. Thames
Mercedes Turon
David Hill
Carolyn Hansen
Ken Fleak
Carol Cargill
Bianca Ponte
Sandra D. Walker
Lee Bradley
Patricia Matias

Joseph W. Zdenek
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SCOLT INSTITUTIOML SPONSORS & PATRONS 198f)
scol,{, PUBLICÀa]oxs
Foreig¡ Lðnguagè Studies
Thc University of Sõulh rjarott¡¿
colunþia, sc ¿92<ìa/ ieo\)- t11 -2osjTulsa Jun¡or College

Univers¡ty of À4ontevallo, AL

Un¡vers¡ty of South Carol¡na

Universily of South Flof¡da

Valdosta State College

Wheeler HS Spanish Honor
Society Mar¡etta, GA

W¡nthrop College

Laura J. Walker
Terry Mann¡ng
Richard W Thames
Mercedes Turon
Dav¡d H¡ll
Carolyn Hansen
Ken Fleak
Carol Cârg¡ll
B¡anca Ponle
Sandra D Walker
Lee Eradley
Patr¡c¡a Malias

Joseph W. Zdenek
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Descrtption € prlce

þsearch siütn Reûch (06)
Àq¡L-ScoLT Task lorcê on ReÊea.ch

55-oo

89

07 NeH ùallcnqeG Ã oÞF¡tulties ss.00
86 Plånoing foE proficíency $s-00

s4-85 Pelspectives on proficiency 55-oo

83 shrinking roEtd: Expandlng Horlzons 55.00

79 tsolk krei LlnkÍnq LIfe ro Lansage S5-OO

77 Nes seth: tFndinq center 95- 00

74 oirenston ç5.00

$5.00

s5,00

s5.0 0

55. oo

55.00

95.O0

s5.00
sPcclêl rrice:

ShipFinq
Total:


