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Creating a Sustainable Culture:

The Role of Language

Wally Lazaruk

Educators can play an important role in creating a
sustainable culture. We can help our students to develop
communicative competence or the ability to negotiate
meanings and purpose in life and to construct language
and underlying thought patterns that are in harmony
with our natural system and resource base.

Introduction

earning a language (or several
languages) is one of our most
important accomplishments
as human beings. Language knowl-
edge and skills allow us to perform

these important social functions:

* communicating and interacting
through a sophisticated sign/
symbol system,

* transmitting and developing a
shared culture, and

e establishing patterns of thought
that we use to organize social and
psychological processes.

In short, language is what makes
it possible for human beings to live
together in a community.

The idea that language transmits
and develops a shared culture is
often interpreted in a rather passive
way. That is, the cultural ideas that
language transmits are simply taken
for granted and accepted as part of
our natural attitude. Although it is
true that language makes thought
possible, language also constrains
thought and limits it to the concep-
tual boundaries of the language.
When people are learning a lan-
guage, they are quite often unaware
of the cultural ideas embedded in
that language, and of how language

can constrain as well as facilitate
ways of understanding. The culture
that is encoded in a language (and
therefore acquired by a person who
speaks that language) becomes a
powerful determinant of what or
how that person will be able to think
and communicate. In other words,
the cultural role of language tends to
be the maintenance of values and
ideas about society formulated in
the past, not promoting a change in
the culture or creating a new culture
to reflect new realities.

However, the constraints on
thought that are inherent in a lan-
guage can be made explicit and re-
conceptualized. This is the main
thesis of this article that language
can be learned, or relearned and ad-
justed, in such a way as to support a
change in the culture. The specific
focus of this article is supporting
change towards a sustainable culture
through language learning.

Key Features of a
Sustainable Culture
A sustainable culture is one in which

patterns of thought, values, and
behaviour foster both living within

continued on page 3




Editor
Anthony Mollica
Brock University

Alberto DiGiovanni
Centro Canadese Scuola e Cultura

Associate Editor
Ellen Foster

Peter Heffernan
University of Lethbridge

Wally Lazaruk
Alberta Education

Editorial Board

Frangoise Binamé
Ministére de I’Education, Québec

Ronald J. Cornfield
Jim Cummins
Ontario Institute for Studies in Ed.

Marcel Danesi
University of Toronto

Frank Nuessel
University of Louisville

Tony Tavares
Manitoba Education

Mosaic is a journal/newsletter published four times a year (Fall, Winter
Spring, Summer) by éditions Soleil publishing inc. Manuscripts and edito-
rial communications should be sent to: Professor Anthony Mollica, editor,
Mosaic,: P. O. Box 847, Welland, Ontario L3B 5Y5. Tel/Fax: [905] 788-2674.

All articles are refereed anonymously by a panel of readers.

Subscription Rates (4 issues per year sent to the same address):
1 - S subscriptions $10.00 each 51 - 75 subscriptions $ 8.00 each
6 - 50 subscriptions $ 9.00 each 76 -100 subscriptions § 7.40 each

Canadian orders please add GST.
U.S. subscriptions same rate as above in U.S. currency.

Mail Canadian subscriptions to: Mail U.S. subscriptions to:
Mosaic : Mosaic
P.O. Box 847 P.O. Box 890
Welland, Ontario L3B 5Y5 Lewiston, NY 14092-0890

Telephone/Fax: [905] 788-2674
© 1994 by éditions Soleil publishing inc. All rights reserved.

Mosaic is available on microfiche from the ERIC Document Research Service
(ERDS) at 1-800-443-3742 or 703-440-1400.

No part of this publication may be stored in a retrieval system, translated or
reproduced in any form or by any means, graphic, electronic, or mechani-
cal, including photocopying, without the prior written permission of the

publisher.

ISSN 1195-7131 Printed in Canada

The language graduate who never reads a professional journal
and participates only minimally, if at all, in professional meetings,
will stagnate.

There is an onus on the profession in all areas
to upgrade and keep abreast
of current developments in the field.

- Peter Heffernan

From the
Editor’s Desk

What’s in a name?...

t the Heritage Language

Symposium sponsored by

Centro Canadese Scuola e
Cultura and by several Ontario
Boards of Education, held in To-
ronto on October 29, 1993,
Ontario’s Minister of Education and
Training, the Hon. Dave Cooke, an-
nounced a change of name for the
Heritage Language Program. The
Minister changed the name “Heri-
tage Languages” to “International
Languages (Elementary)”.

The announcement received a
standing ovation.

While the term “International
Languages” has been widely used in
Ontario and in many other prov-
inces for languages (other than En-
glish or French) at the secondary
school level, the term “Heritage Lan-
guages” was used to designate lan-
guages taught on Saturday mornings
or by extending the five-hour school
day, where numbers warrant.

We congratulate the Minister for
taking into consideration what re-
searchers, parents, teachers and the
Heritage Language Advisory Work
Group have been saying; i.e., dispel
the negative connotation associated
with the term.

Heritage Language classes have
always been open to all children.
The reality of the situation, however,
is that children of other language
background do not enrol in a lan-
guage class which is not their own
language.

Parents and educators must make
a concerted effort to ensure that chil-
dren of other languages have an op-
portunity to attend these classes and
see the value and importance of lan-
guages in today’s shrinking world as
a means of fostering tolerance and
promoting understaning among
races.

If we insist on continuing with
the status quo, the name change has
been an exercise in futility.

- Anthony Mollica
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Creating a Sustainable Culture
continued from page 1

the capacities of our ecosystems and
resources and conserving ecosystems
and resources for future generations.

As we approach the 21st century,
many people are realizing that there
is a pressing need to create a sustain-
able culture. Our earth’s ecosystems
are in rapid decline and cannot ex-
pand their capacities to meet the
expanding needs of society. The
warming of the earth’s atmosphere,
the loss of essential sources of water,
deforestation, the extinction of spe-
cies, the impact of human waste and
chemicals on marine ecosystems,
the depletion of fisheries and salini-
zation are only some of the many
examples one could cite to show
how our life-sustaining capacities
are diminishing. In his recent book,
Education, Cultural Myths, and the
Ecological Crisis: Toward Deep
Changes, C.A. Bowers states that the
Western mindset of viewing the en-
vironment as a resource to be ex-
ploited and the future as an
unlimited expansion of economic
development, technological possi-
bilities and personal freedoms is
contributing to the further deterio-
ration of our natural systems.

Bowers proposes a set of new and
ancient metaphors for a sustainable
culture. The following outline of
characteristics of a sustainable cul-
ture is based on Bowers’ metaphors,
with some expansion and adapta-
tion:

1. Valuing Sustainable Traditions

Traditions that contribute to long-
term sustainability are valued. For
example, languages, music, dance,
art, storytelling and literature repre-
sent opportunities for creative
expression, community participa-
tion, continuity with the past and
connections with cultures in differ-
ent parts of the earth.

2. Recognizing the Inter-
dependency of Life Forms

Human beings are socio-cultural be-
ings who are embedded in
interdependent relationships, and
whose needs and forms of expression
are part of a larger mental ecology. In
a sustainable culture, a community is

an ecology of life forms, energy and
information webs, that includes hu-
mans as dependent members. In this
perspective, freedom is defined as the
“restriction of self for the sake of
others” (Solzhenitsyn).

3. Understanding that
Knowledge has Many Forms

Knowledge can be defined as the
thought processes and interpreta-
tions that reflect the beliefs and
values of a language community.
Knowledge takes on many forms:
knowledge can be tacit, theoretical,
critical, technical, folkloric, poetic,
spiritual and physical (through the
body). Science is one of many forms
of cultural knowledge and one way
of understanding relationships, pat-
terns and processes. The uses of
knowledge include maintaining con-
tinuity with the past and taking
responsibility for fostering opportu-
nities for future generations.

4. Using Environmentally
Sensitive Technology

In a sustainable culture, technology
is sensitive to the environmental and
cultural context and contributes to
sustainable community develop-
ment. This type of technology builds
upon traditional technologies, re-
fines historically rooted practices,
uses local sources of energy and skill,
and minimizes disruption of the en-
vironment.

5. Aligning Economic Activities
with Sustainable Values

Economic activities such as the ac-
quisition, expenditure and
management of money respect the
limits of our resources. Emphasis is
placed on living within our means,
conserving what we value, and self-
sufficiency. Quality, durability and
multiple uses are also considered im-
portant.

6. Valuing a Rich Spiritual Life
- and Rich Interpersonal
Relationships

A rich spiritual life is characterized by
discipline, love, civility and self-re-
newal. Rich interpersonal
relationships are characterized by in-
tegrity, sensitivity to others, service

orientation, collaboration and re-
sponsibility.

Examining our Current
Value System

In our culture, we give special status
to rationality, individualism and
change.

Since the beginning of the scien-
tific age, rational thought has been
the primary source of authority for
directing human behaviour. The au-
thority of rationality is supported by
data gathered through careful obser-
vation and measurement. The status
of the rational process is reflected in
the value placed on explicit forms of
knowledge, on context-free ideas
and techniques and on the devalu-
ing of the embedded authority of
cultural practices, sacred texts and
community norms.

Similarly, the autonomy and au-
thority of the individual are the
source of much of our current legal,
social and political thought. The in-
dividual is considered to be free to
choose his/her own values, self-
identity and future, without regard
to the past and to some extent with-
out regard for the needs of the group
as a whole.

The third idea that is key to our
value system is that change (guided
by rational thought) is normal and
progressive. Our belief that change
is positive is the source of an ongo-
ing demand to formulate new ideas,
new inventions and new social tech-
niques that are cost-effective, effi-
cient and marketable.

To develop a sustainable culture,
these central values of modern soci-
ety need to be re-evaluated. Which
of these values foster a sustainable
culture? Which values need to be
modified or eliminated? To some ex-
tent, the concepts of rationality, in-
dividualism and change are
contributing to our current crisis.
For -example, the emphasis on the
autonomous individual as a basic so-
cial unit devalues communal in-
volvement and responsibility. This
image of autonomy also does not
recognize the complex nature of tra-
dition and its authority in people’s
lives.
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The Role of Language
Learning in Creating a

Sustainable Culture
Now to return to the idea that lan-
guage learning can support society’s
efforts to create a sustainable culture:
the key aspect of language that is
involved in such change is the devel-
opment of communicative
competence, which is the ability to
negotiate meanings and purposes in
life rather than passively accepting
realities that are defined by others
(Bowers, 1984, p. 2).
Communicative competence as
defined in this context is based on
the following assumptions (Bowers,
1984, pp.35-47):

Communication is the primary
means of sharing, sustaining
and negotiating social reality.

For example, people learn the inter-
pretational rules and assumptions of
a specific culture through the verbal
and body language communicated
by others. In this continuous process,
each person renews the shared social
reality in his/her consciousness and
negotiates changes in that reality
(usually minor, occasionally major)
as a result of differences in perspec-
tives and experiences.
Communication plays an impor-
tant role, both in sustaining the
agreed-upon beliefs and actions of a
social group and initiating new
members into the group’s shared
knowledge. Each person relies on
communication to develop self-con-
sciousness and to sustain traditions
and membership in a social group.

Each person develops a frame

of reference and a set of
interpretational rules for making
sense of everyday life through
the socialization process.

Socialization is the means by which
each person learns the ways of think-
ing, behaviours, and norms of the
culture. Each person cumulatively
develops an “intersubjective self” in
a biographically unique way. That is,
individuals internalize the concepts
and ideas that they receive from sig-
nificant people in their lives. Bowers

defines the intersubjective self as the
“socially derived set of assumptions,
definitions, typifications and recipe
knowledge that serves as the
individual’s frame of reference that
underlies perception, cognition and
behaviour. It functions like a cultural
lens that causes the individual to ex-
perience social reality according to
the underlying grammar (rules) of
the culture.” (1984, p. 36) Bowers
indicates that “the range of culture
encoded in language and acquired by
the individual becomes a powerful
determinant of what the individual
will be able to think and communi-
cate.” (1984, p. 36) Our cultural maps
influence what we are conscious of.
Behaviour follows the conscious pro-
cesses of interpreting, giving
meaning and imagining possibilities.
The school plays an important role
in developing an individual’s inter-
subjective self as it both legitimizes
and restricts how cultural experience
is symbolized through language.

Each person learns and
experiences much of the social
world of everyday life as the
natural, even inevitable order
of reality.

Bowers states that “much of what is
learned through socialization is ex-
perienced by the individual as the
taken-for-granted reality.” (1984, p.
39) Individuals internalize attitudes
of others and build up a stock of
recipe knowledge for defining and
acting in different social situations.
Taken-for-granted beliefs can, how-
ever, constrain imagination and
limit interpretations to established
ways of thinking. It is important to
be able to imagine other possibilities
through reflexive thinking, although
such thinking may seem unnatural
at first.

An individual’s self-concept is
established through interaction
with significant others, initially
in a dependency relationship.

Through interaction in which the
significant other defines “what is”
and the individual internalizes these
responses, each person acquires both
the socially shared knowledge in the

language community and an under-
standing of who he/she is in relation
to it.

Human consciousness is
intentional, thereby ensuring
that socialization is not
deterministic.

Each individual chooses which ele-
ments of physical, social and
psychological space he/she is con-
scious of within the conceptual
boundaries of the language. Yet even
within the symbolic codes that an
individual internalizes, there is room
to interpret, give meaning, and imag-
ine as a result of one’s unique social
biography, one’s perspective in social
and physical space and one’s aware-
ness of different interpretative
patterns.

Students who have developed
communicative competence in a
language have these skills:

1. they are able to understand the
cultural forces that foster change,

2. they know what the cultural tra-
ditions are and are therefore able
to judge what should be pre-
served, and

3. they can think in a way that lets
them view decisions in terms of
relationships, continuities, dis-
junctions and trade-offs (Bowers,

1984).

In other words, students who
have acquired communicative com-
petence in a language are in a better
position to decide which societal
values foster a sustainable culture
and which values need to be modi-
fied or eliminated.

There are many language learn-
ing situations that lend themselves
to the promotion of cultural change.
Learners acquire language through
primary socialization. Primary so-
cialization is a process of communi-
cation whereby a person acquires
from a significant other ways of
thinking and talking about the so-
cial world. The signiticant other (the
educator) introduces students to
new concepts and provides a basis
for understanding some aspect of
culture they have learned from pre-
vious experience. In this process,
educators have an important role.
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1. Educators can determine
the complexity of language.

The language made available by the
educator or learning resources intro-
duces the student to the language
community’s way of thinking. Edu-
cators can use the following
questions as a guide for ensuring that
the student’s initial basis of under-
standing can lead to the
development of further communica-
tive competence:

a. Does the complexity of the vo-
cabulary match the complexity
of the culture the student is sup-
posed to understand?

b. Isthelanguage framework appro-
priate to the background experi-
ence and maturity of the
students?

c. Do the analogues (models, exam-
ples, sources of comparison) used
for introducing a new concept
avoid gender or cultural biases
that would exclude or alienate
some students?

d. Does the language allow learners
to make connections with their
personal experience?

It is important that the vocabulary

adequately represent the conceptual

complexity of the issue or aspect of
experience being addressed. The
teacher avoids language that repro-
duces cultural stereotypes. Abstract
concepts should be illustrated with
examples. Vocabulary must be ap-
propriate to the maturity and
cultural background of students.

Connections are established be-

tween vocabulary and student

experience. (Students and teachers
provide examples from their own ex-
perience.)

2. Educators can make taken-for-
granted beliefs explicit.
Textbooks, software and films often
present the beliefs and values of the
dominant cultural group as if these
were the same for everybody. Exam-
ples include the authority of the
individual, technology as politically
and morally neutral, and the progres-
sive nature of change. The educators’
professional challenge will be to put
the beliefs and values of the domi-
nant culture into a perspective that
is accessible to all students, without
devaluing the traditions of students

from different cultural backgrounds
(or the traditions of the majority).

3. Educators can provide
historical and cross-cultural
perspectives.

All knowledge is an interpretation
that reflects the conceptual catego-
ries and taken-for-granted
assumptions of the language com-
munity that creates it. All knowledge
has human authorship. Historical
and cross-cultural perspectives pro-
vide an opportunity to clarify the
patterns of thought and assumptions
that are encoded in the “facts.” The
historical perspective also offers an
opportunity to identify continuities
between past and present.

The educator introduces a histor-
ical perspective by helping students
address the following questions:
“Where did this idea come from?”
and “What were some of the rele-
vant concerns of that time?” Cross-
cultural perspectives can be
provided by ensuring that students
are aware of the different ways in
which people from other cultures
view an idea that the dominant cul-
ture considers to be a fact.

4. Educators can use metaphors

appropriately.
Languages encode culturally specific
ways of thinking and acting through
the use of metaphors. Metaphors are
historically transmitted words or
phrases that foster an understanding
of one thing in terms of something
else. Meaning is carried over from
one concept or experience to an-
other. Most metaphors can be
categorized as either “analogic,”
“root (generative)” or “iconic.”

Analogic thinking uses familiar
concepts or experiences to under-
stand new concepts and experi-
ences. Examples of analogic
metaphors are “leader as quarter-
back,” “mental fatigue as burnout,”
or “the heart is like a pump.” The
interpretative framework or ana-
logue for understanding the new
(leader, mental fatigue, heart) is pro-
vided by the familiar (e.g., features of
a sport, characteristics of a ma-
chine).

Root (generative) metaphors are
related to a specific way of under-

standing that is deeply embedded in
the collective consciousness of the
language community, for example,
seeing the universe as a machine, the
earth as a resource and language as a
conduit. Root metaphors represent
themes, paradigms, or world views.

Iconic (image) metaphors are
image words that encode earlier
stages of analogic thinking and re-
flect historically structured experi-
ences. Iconic metaphors encode
patterns of thought that have been
worked out in the past, for example,
the terms “individualism,”
“change,” “progress,” “environ-
ment,” “traditions,” “moderniza-
tion,” and “community.”

Following are some examples of
how educators can use each of these
types of metaphors more appropri-
ately (Bowers and Flinders, 1991):

a. Analogic Metaphors

Educators should avoid analogues
that compare organic with mechan-
ical processes: e.g., language as a
conduit for the transmission of infor-
mation. Itis important to explain the
dissimilarities between what is being
compared. Unlike a conduit, lan-
guage involves the construction,
interpretation and negotiation of
meaning, with identities, values,
mood and cultural interpretative
frameworks playing an important
role in the communication process.
It is also important to call attention
to the “as ifs” dimension of meta-
phorical thinking: conveying ideas is
not quite the same as giving some-
one a pencil or a book. Furthermore,
the analogue should be relevant to
student experience. The metaphor of
“leader as quarterback” assumes
some understanding or appreciation
of sports. Finally, educators should
display sensitivity to the cultural or
gender bias in analogues: e.g., “the
bottom line.”

b. Root (Generative) Metaphors

Root metaphors convey cultural
world views or paradigms. It is im-
portant to explain to students how
such patterns of thinking are
grounded in a generative or root met-
aphor: e.g., “aesthetic distance”
assumes that the writer can be sepa-
rated or removed from the writing.
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Educators should introduce a cross-
cultural comparison into the
discussion to make root metaphors
explicit: e.g., “This group of people
have different notions or under-
standings of ecology, traditions, art,
economy.” Root metaphors should
be appropriate for understanding
current problems: e.g., “genetic engi-
neering” does not communicate
anything about the ethical issues in-
volved.

c. Iconic Metaphors

Educators need to call attention to
iconic metaphors that encode an
outmoded pattern or schema for
thinking: e.g., “change as progress,”
“environment as a resource.” The
iconic metaphors should be placed in
a historical context. Educators also
need to be sensitive to how iconic
metaphors encode a culture- or gen-
der-specific way of thinking: e.g.,
associating maturity with indepen-
dence.

5. Educators can monitor the
transmission of culturally
stereotyped patterns
of thought and values.

Bowers and Flinders (1991) indicate
that curriculum materials and class-
room teaching always involve the
transmission of distinct cultural
ideas and values which provide a
sense of coherence to our everyday
experiences. These ideas and values,
however, often limit our understand-
ing of current social problems and
may be inappropriate or insensitive
to the primary culture of some stu-
dents. It is therefore important that
educators monitor the transmission
of these basic values, ideas or atti-
tudes.

Bowers and Flinders (1991, pp.
36-37) identify the following cul-
tural assumptions, patterns of
thought, and values that may be ei-
ther outmoded for all students or
problematic in terms of the ethnic
composition of the classroom:

a. Individualism:
Success being defined as individ-
ual achievement. (“He won the
game.")

b. Technology as a neutral entity:

“The computer is a powerful
tool.”

¢. A mechanistic view of the environ-
ment, society, or a person:
“Your body, like a car, is made up
of many complex parts.”
“That book turns me off.”

d. Change as progress:
“This new technology is more ad-
vanced.”
“They are clinging to the past.”
“That country is lagging be-
hind.”

e. Rational thought as a culture-free
activity:
“water-tight logic,”
“distancing oneself from the sit-
uation in order to be objective.”

f. Traditional cultures viewed as back-
ward or unenlightened:
“breaking with tradition.”

6. Educators can assess patterns
of thought related to ecological
awareness.

The assumptions, beliefs and values

found in curriculum and instruc-

tional practices reflect the thought
processes of the past. Past ways of
thinking evolved in response to a set
of social and environmental circum-
stances, and those circumstances
have changed to some degree. There-
fore, educators have to identify and
critically assess these assumptions in
light of current conditions and socio-
environmental trends and
contribute to a process of cultural
renewal. The following are examples
of outmoded assumptions, beliefs
and values (Bowers and Flinders,
1991, pp. 38-39):

a. Progress involves the increased
availability of consumer goods:
“Their success allowed them to
increase production.”

b. Progress involves greater ability to
use technology to control and exploit
the environment:

“With these new techniques,
farmers are no longer at the
mercy of Mother Nature.”

“Man is the only animal capable
of changing his environment
rather than adapting to it.”

c. The environment is a resource for
meeting human needs:
“our planet,”
“our environment,”
“two kinds of natural resources:
renewable and non-renewable.”

d. Theindividual is viewed as autono-
mous and self-directing:
“It is up to each of us to make
individuals’ rights work.”

e. Technological change is viewed as
an expression of progress:
“Advances in high technology
have made us a leader among de-
veloped nations.”

“Schools lack the computer hard-
ware to make them truly
efficient.”

f. Modern cultures have a more en-
lightened way of thinking than tra-
ditional primitive cultures:
“advanced nations,”

“up-to-date views,”

“modern improvements,”
“older, less effective methods of
farming.”

g. Thinking of the environment in

terms of component parts, and how
to better manage these component
parts:
“The trees in a forest are an exam-
ple of a renewable resource. Only
the full-grown trees are cut for
logs. If new trees are planted and
cared for, the forest will be re-
newed.”

h. There is no limit to human progress:
“With each generation of new
computers, this technology be-
comes more and more powerful.”
“People will always seek more in-
formation and better oppor-
tunities.”

i. Responsibility is primarily to one-
self or one’s species:
Discussions or lessons that rein-
force a self-centred or anthropo-
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centric understanding of rela-
tionships.

“Only you can decide what you
value.”

Conclusion

Our future survival will depend upon
our success in creating a culture that
is in equilibrium with the life-sus-
taining capacities of our people,
resources and ecosystems. Modern
society’s values of personal freedom,
individual advancement, and
change as the progressive expansion
of human possibilities have fostered
a culture that has exceeded its re-
source base and accelerated the
decline of our ecosystems.

The focus of this article is on the
role of language and culture in cre-
ating a set of cultural values and
practices that will contribute to a
sustainable culture. Such a culture
satisfies its needs without diminish-
ing the prospects for the next gener-
ation. A sustainable culture values
traditions (cultural patterns) that
contribute to long-term survival,
recognizes the interdependency of
life forms, acknowledges many
forms of knowledge (tacit, theoreti-
cal, critical, technical, folk, plants,
animals, poetic, spiritual and physi-
cal) and espouses environmentally
and culturally sensitive technology.
A sustainable culture accepts the
limits of nature’s bounty and relies
on proven traditions of the past to
meet its collective obligations to fu-
ture generations.

Educators can help students to
align our languages and their under-
lying thought patterns with the
long-term sustaining capacities of
this planet by developing communi-
cative competence or the ability to

negotiate meanings and purposes.
This involves introducing an appro-
priate complexity of language, mak-
ing taken-for-granted beliefs
explicit, providing historical per-
spectives and cross-cultural compar-
isons relative to the current
metaphors that guide our actions.
Students will learn to understand
the cultural forces that foster
change, to acquire a knowledge of
cultural traditions to judge what to
preserve, and to develop a method
of thinking that enables them to
view decisions in terms of relation-
ships, continuities, and trade-offs.
The context of our pluralistic
schools will require that educators
demonstrate sensitivity to the pri-
mary cultures of the students as dif-
ferent cultures organize their
knowledge and understanding on
the basis of culturally specific beliefs
and root metaphors.

References

Bateson, G. 1972. Steps to an Ecology of
Mind. New York: Ballantine Books.
Berger, P.L. 1976. Pyramids of Sacrifice:
Political Ethics and Social Change. New

York: Anchor Books.

Berger, P.L. and Thomas Luckmann.
1967. The Social Construction of
Reality: A Treatise in the Sociology of
Knowledge. Garden City, New York:
Anchor Books.

Bowers, C.A. 1992. “The Conservative
Misinterpretation of the Educational
Ecological Crisis.” Environmental
Ethics, 14 (Summer):100-127.

Bowers, C.A. 1974. Cultural Literacy for
Freedom. Eugene, OR: [Elan
Publishers.

Bowers, C.A. 1993. Education, Cultural
Mpyths, and the Ecological Crisis:
Toward Deep Changes. Albany, New
York: State University of New York
Press.

Bowers, C.A. 1987. Elements of a
Post-Liberal Theory of Education. New
York: Teachers College Press.

Bowers, C.A. 1984. The Promise of Theory:
Education and the Politics of Cultural
Change. New York: Longman Inc.

Bowers, C.A. and David J. Flinders. 1991.
Culturally Reﬂlonsive Teaching and
Supervision: A Handbook for Staff
Development. New York: Teachers
College Press.

Bowers, C.A. and David J. Flinders. 1990.
Responsive Teaching: An Ecological
Approach to Classroom Patterns of
Language, Culture, and Thought. New
York: Teachers College Press.

Dominguez, J. and Vicki Robin.1992,
Your Money or Your Life: Transforming
Your Relationship with Money and
Achieving Financial Independence. New
York: Viking Penguin, Penguin
Books.

Hall, ET. 1977. Beyond Culture. Garden
City, New York: Anchor Books.

Peck, M.S. 1993. A World Waiting to Be
Born: Civility Rediscovered. New York:
Bantam Books.

Peck, M.S. 1993. Further Along the Road
Less Traveled: The Unending Journey
Toward Spiritual Growth. New York:
Simon and Schuster.

Peck, M.S. 1978. The Road Less Traveled:
A New Psychology of Love, Traditional
Values and Spiritual Growth. New York:
Simon and Schuster.

Shils, E. 1981. Tradition. Chicago:
University of Chicago Press.

Stern, H.H. 1982. Fundamental Concepts
of Language Teaching. London:
Oxford University Press.

Stern, H.H. 1992. Issues and Options in
Language Teaching. London: Oxford
University Press.

The author would like to thank Dr.
C.A. Bowers, Professor, School of Ed-
ucation, Portland State University,
for taking the time to read this article
and offer suggestions for improve-
ment.

Wally Lazaruk is Assistant Direc-
tor, Second Language Programs,
Language Services Branch, Alberta
Education.

The Editor of Mosaic cordially invites our readers to submit theoretical or practical articles of interest to languages teachers.
Send your manuscript(s) to: Professor Anthony Mollica, Mosaic, P. O. Box 847, Welland, Ontario L3B 5Y5.

Call for Papers

Subscribe to
Mosaic.
Join the current
1,472
subscribers!

A_ddresses of Publishers

See Annotated Bibliography on
“Listening Comprehension” on p. 20.

Cambridge University Press.
(See Pippin Publishing)

Oxford University Press
70 Wynford Drive
Don Mills, Ontario M3C 1J9

Tel. (416) 441-2941 Fax (416) 444-0427

Prentice-Hall Canada

1870 Birchmount Road

Scarborough, Ontario M1P 2]7

Tel. (416) 293-3621 Fax (416) 293-0571

Pippin Publishing
380 Esna Park Drive

Markham, Ontario L3R 1HS
Tel. (905) 513-6966 Fax (905) 513-6977




R SR SO SRR, . ERRRRE osaic ||

methods in practice today.

here there was once con-
sensus on the “right” way
to teach foreign lan-

guages, many teachers now share
the belief that a single right way
does not exist. It is certainly true
that no comparative study has con-
sistently demonstrated the
superiority of one method over an-
other for all teachers, all students
and all settings.

Presented here is a summary of
eight language teaching methods in
practice today:

e the Grammar-Translation

Method
* the Direct Method
e the Audio-Lingual Method
e the Silent Way
e Suggestopedia
*  Community Language Learning
* the Total Physical Response

Method, and
* the Communicative Approach.

Of course, what is described here
is only an abstraction. How a
method is manifest in the classroom
will depend heavily on the individ-
ual teacher’s interpretation of its
principles.

Some teachers prefer to practice
one of the methods to the exclusion
of the others. Other teachers prefer
to pick and choose in a principled
way among the methodological op-
tions that exist, creating their own
unique blend.

The summary provides a brief
listing of the salient features of the
eight methods. For more details,
readers should consult Techniques
and Principles in Language Teaching
by Diane Larsen-Freeman, published
in 1986 by Oxford University Press
in New York, on which this sum-
mary was based. Also see references
listed at the end of the article.

Eight Approaches to Language Teaching

Gina Doggett

What is the “best” method for teaching languages? The
article presents a summary of eight language teaching

Grammar-Translation
Method

The Grammar-Translation Method
focuses on developing students’ ap-
preciation of the target language’s
literature as well as teaching the lan-
guage. Students are presented with
target language reading passages and
answer questions that follow. Other
activities include translating literary
passages from one language into the
other, memorizing grammar rules,
and memorizing native-language
equivalents of target language vocab-
ulary. Class work is highly structured,
with the teacher controlling all activ-
ities.

Direct Method

The Direct Method allows students
to perceive meaning directly through
the target language because no trans-
lation is allowed. Visual aids and
pantomime are used to clarify the
meaning of vocabulary items and
concepts. Students speak a great deal
in the target language and commu-
nicate as if in real situations. Reading
and writing are taught from the be-
ginning, though speaking and
listening skills are emphasized.
Grammar is learned inductively.

Audio-Lingual Method

The Audio-Lingual Method is based
on the behaviourist belief that lan-
guage learning is the acquisition of a
set of correct language habits. The
learner repeats patterns until able to
produce them spontaneously. Once
a given pattern - for example, sub-
ject-verb-prepositional phrase -is
learned, the speaker can substitute
words to make novel sentences. The
teacher directs and controls students’
behaviour, provides a model, and
reinforces correct responses.

The Silent Way

The theoretical basis of Gattegno’s
Silent Way is the idea that teaching
must be subordinated to learning
and thus students must develop their
own inner criteria for correctness. All
four skills - reading, writing, speak-
ing, and listening - are taught from
the beginning. Students’ errors are
expected as a normal part of learn-
ing; the teacher’s silence helps foster
self-reliance and student initiative.
The teacher is active in setting up
situations, while the students do
most of the talking and interaction.

Suggestopedia

Lozanov’s method seeks to help
learners eliminate psychological bar-
riers to learning. The learning
environment is relaxed and subdued,
with low lighting and soft music in
the background. Students choose a
name and character in the target lan-
guage and culture, and imagine
being that person. Dialogues are pre-
sented to the accompaniment of
music. Students just relax and listen
to them being read and later play-
fully practice the language during an
“activation” phase.

Community Language
Learning

In Curran’s method, teachers con-
sider students as “whole persons,”
with intellect, feelings, instincts,
physical responses, and desire to
learn. Teachers also recognize that
learning can be threatening. By un-
derstanding and accepting students’
fears, teachers help students feel se-
cure and overcome their fears, and
thus help them harness positive en-
ergy for learning. The syllabus used
is learner-generated, in that students
choose what they want to learn to
say in the target language.

Total Physical Response
Method

Asher’s approach begins by placing
primary importance on listening
comprehension, emulating the early
stages of mother tongue acquisition,
and then moving to speaking, read-
ing, and writing. Students
demonstrate their comprehension
by acting out commands issued by
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the teacher; teacher provides novel
and often humorous variations of
the commands. Activities are de-
signed to be fun and to allow
students to assume active learning
roles. Activities eventually include
games and skits.

The Communicative
Approach

The Communicative Approach
stresses the need to teach com-
municative competence as opposed
to linguistic competence; thus, func-
tions are emphasized over forms.
Students usually work with authen-
tic materials in small groups on
communicative activities, during
which they receive practice in nego-
tiating meaning.

The Grammar-Translation
Method

Goals

To be able to read literature in target
language; learn grammar rules and
vocabulary; develop mental acuity.

Roles

Teacher has authority; students fol-
low instructions to learn what
teacher knows.

Teaching/Learning Process

Students learn by translating from
one language to the other, often
translating reading passages in the
target language to the native lan-
guage. Grammar is usually learned
deductively on the basis of grammar
rules and examples. Students memo-
rize the rules, then apply them to
other examples. They learn para-
digms such as verb conjugations, and
they learn the native language equiv-
alents of vocabulary words.

Interaction: Student-Teacher

and Student-Student

Most interaction is teacher-to-stu-
dent; student-initiated interaction
and student-student interaction is
minimal.

Dealing with Feelings
n/a

View of Language, Culture

Literary language seen as superior to
spoken language; culture equated
with literature and fine arts.

Aspects of Language the Approach
Emphasizes

Vocabulary, grammar emphasized;
reading, writing are primary skills,
pronunciation and other speak-
ing/listening skills not emphasized. -

Role of Students’ Native Language
Native language provides key to
meanings in target language; native
language is used freely in class.

Means for Evaluation

Tests require translation from native
to target and target to native lan-
guage; applying grammar rules,
answering questions about foreign
culture.

Response to Students’ Errors
Heavy emphasis placed on correct
answers; teacher supplies correct an-
swers when students cannot.

The Direct Method

Goals
To communicate in target language;
to think in target language.

Roles

Teacher directs class activities, but
students and teacher are partners in
the teaching/learning process.

Teaching/Learning Process
Students are taught to associate
meaning and the target language di-
rectly. New target language words or
phrases are introduced through the
use of realia, pictures, or pantomime,
never the native language. Students
speak in the target language a great
deal and communicate as if in real
situations. Grammar rules are
learned inductively - by generalizing
from examples. Students practice
new vocabulary using words in sen-
tences.

Interaction: Student-Teacher

and Student-Student

Both teacher and students initiate
interaction, though student-initi-
ated interaction, with teacher or
among themselves, is usually

teacher-directed.

Dealing with Feelings
n/a

View of Language, Culture

Language is primarily spoken, not
written. Students study common, ev-
eryday speech in the target language.
Aspects of foreign culture are studied
such as history, geography, daily life.

Aspects of Language the Approach
Emphasizes

Vocabulary emphasized over gram-
mar; oral communication
considered basic, with reading, writ-
ing based on oral practice;
pronunciation emphasized from
outset.

Role of Students’ Native Language
Not used in the classroom.

Means for Evaluation

Students tested through actual use,
such as in oral interviews and as-
signed written paragraphs.

Response to Students’ Errors
Self-correction encouraged when-
ever possible.

The Audio-Lingual Method

Goals

Use the target language communica-
tively, overlearn it, so as to be able to
use it automatically by forming new
habits in the target language and
overcoming native language habits.

Roles

Teacher directs, controls students’
language behaviour, provides good
model for imitation; students repeat,
respond as quickly and accurately as
possible.

Teaching/Learning Process

New vocabulary, structures pre-
sented through dialogues, which are
learned through imitation, repeti-
tion. Drills are based on patterns in
dialogue. Students’ correct responses
are positively reinforced; grammar is
induced from models. Cultural infor-
mation is contextualized in the
dialogues or presented by the
teacher. Reading, writing tasks are
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based on oral work.

Interaction: Student-Teacher

and Student-Student

Students interact during chain drills
or when taking roles in dialogues, all
at teacher’s direction. Most interac-
tion is between teacher and student,
initiated by teacher.

Dealing with Feelings
n/a

View of Language, Culture
Descriptive linguistics influence:
every language seen as having its
own unique system of phonological,
morphological, and syntactic pat-
terns. Method emphasizes everyday
speech and uses a graded syllabus
from simple to difficult linguistic
structures. Culture comprises every-
day language and behaviour.

Aspects of Language the Approach

Emphasizes

Language structures emphasized; vo-
cabulary contextualized in dialogues
but is limited because syntactic pat-
terns are foremost; natural priority of
skills - listening, speaking, reading,
writing, with emphasis on first two;
pronunciation taught from begin-
ning, often with language lab work
and minimal pair drills.

Role of Students’ Native Language
Students’ native language habits are
considered as interfering, thus native
language is not used in classroom.
Contrastive analysis is considered
helpful for determining points of in-
terference.

Means for Evaluation
Discrete-point tests in which stu-
dents distinguish between words or
provide an appropriate verb for a sen-
tence, etc.

Response to Students’ Errors
Teachers strive to prevent student er-
rors by predicting trouble spots and
tightly controlling what they teach
students to say.

The Silent Way

Goals
To use language for self-expression;
to develop independence from the

teacher, to develop inner criteria for
correctness.

Roles

Teaching should be subordinated to
learning. Teachers should give stu-
dents only what they absolutely
need to promote their learning.
Learners are responsible for their
own learning.

Teaching/Learning Process
Students begin with sounds, intro-
duced through association of sounds
in native language to a sound-colour
chart. Teacher then sets up situa-
tions, often using Cuisenaire rods, to
focus students’ attention on struc-
tures. Students interact as the
situation requires. Teachers see
students’ errors as clues to where the
target language is unclear, and they
adjust instruction accordingly. Stu-
dents are urged to take responsibility
for their learning. Additional learn-
ing is thought to take place during
sleep.

Interaction: Student-Teacher

and Student-Student

The teacher is silent much of the
time, but very active setting up situ-
ations, listening to students,
speaking only to give clues, not to
model speech. Student-Student in-
teraction is encouraged.

Dealing with Feelings

Teachers monitor students’ feelings
and actively try to prevent their feel-
ings from interfering with their
learning. Students express their feel-
ings during feedback sessions after
class.

View of Language, Culture
Language and culture are insepara-
ble, and each language is seen to be
unique despite similarities in struc-
ture with other languages.

Aspects of Language the Approach
Emphasizes

All four skill areas worked on from
beginning (reading, writing, speak-
ing, listening); pronunciation
especially, because sounds are basic
and carry the melody of the lan-
guage. Structural patterns are
practised in meaningful interactions.

Syllabus develops according to learn-
ing abilities and needs. Reading and
writing exercises reinforce oral learn-
ing.

Role of Students’ Native Language
Although translation is not used at
all, the native language is considered
aresource because of the overlap that
is bound to exist between the two
languages. The teacher should take
into account what the students al-
ready know.

Means for Evaluation

Assessment is continual; but only to
determine continually changing
learning needs. Teachers observe
students’ ability to transfer what
they have learned to new contexts.
To encourage the development of
inner criteria, neither praise nor crit-
icism is offered. Students are
expected to learn at different rates,
and to make progress, not necessarily
speak perfectly in the beginning.

Response to Students’ Errors
Errors are inevitable, a natural, indis-
pensable part of learning.

Suggestopedia

Goals

To learn, at accelerated pace, a for-
eign language for everyday
communication by tapping mental
powers, overcoming psychological
barriers.

Roles

Teacher has authority, commands
trust and respect of students; teacher
“desuggests” negative feelings and
limits to learning; if teacher succeeds
in assuming this role, students as-
sume childlike role, spontaneous
and uninhibited.

Teaching/Learning Process

Students learn in a relaxing environ-
ment. They choose a new identity
(name, occupation) in the target lan-
guage and culture. They use texts of
dialogues accompanied by transla-
tions and notes in their native
language. Each dialogue is presented
during two musical concerts; once
with the teacher matching his or her
voice to the rhythm and pitch of the
music while students follow along.
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The second time, the teacher reads
normally and students relax and lis-
ten. At night and on waking, the
students read it over. Then students
gain facility with the new material
through activities such as dramatiza-
tions, games, songs, and question-
and-answer sessions.

Interaction: Student-Teacher

and Student-Student

At first, teacher initiates all interac-
tion and students respond only
non-verbally or with a few words in
target language that they have prac-
tised. Eventually, students initiate
interaction. Students interact with
each other throughout, as directed
by teacher.

Dealing with Feelings

Great importance is placed on
students’ feelings, in making them
feel confident and relaxed, in
“desuggesting” their psychological
barriers.

View of Language, Culture
Language is one plane; non-verbal
parts of messages are another. Cul-
ture includes everyday life and fine
arts.

Aspects of Language the Approach
Emphasizes

Vocabulary emphasized, some ex-
plicit grammar. Students focus on
communicative use rather than
form; reading, writing also have
place.

Role of Students’ Native Language
Translation clarifies dialogues’
meaning; teacher uses native lan-
guage, more at first than later, when
necessary.

Means for Evaluation

Students’ normal in-class perfor-
mance is evaluated. There are no
tests, which would threaten relaxed
environment.

Response to Students’ Errors

Errors are notimmediately corrected;
teacher models correct form later
during class.

Community Language
Learning

Goals

To learn language communicatively,
to take responsibility for learning, to
approach the task non-defensively,
never separating intellect from feel-
ings.

Roles

Teacher acts as counsellor, support-
ing students with understanding of
their struggle to master language in
often threatening new learning situ-
ation. Student is at first a dependent
client of the counsellor and becomes
increasingly independent through
five specified stages.

Teaching/Learning Process
Non-defensive learning requires six
elements: security, aggression (stu-
dents have opportunities to assert,
involve themselves), attention, re-
flection (students think about both
the language and their experience
learning it), retention, and discrimi-
nation (sorting out differences
among target language forms).

Interaction: Student-Teacher

and Student-Student

Both students and teacher make de-
cisions in the class. Sometimes the
teacher directs action, other times
the students interact independently.
A spirit of cooperation is encouraged.

Dealing with Feelings

Teacher routinely probes for
students’ feelings about learning and
shows understanding, helping them
overcome negative feelings.

View of Language, Culture

Language is for communication, a
medium of interpersonal sharing
and belonging, and creative think-
ing. Culture is integrated with

language.

Aspects of Language the Approach
Emphasizes

At first, since students design sylla-
bus, they determine aspects of
language studied; later teacher may
bring in published texts. Particular
grammar, pronunciation points are
treated, and particular vocabulary
based on students’ expressed needs.

Understanding and speaking are em-
phasized, though reading and
writing have a place.

Role of Students’ Native Language
Use of native language enhances
students’ security. Students have
conversations in their native lan-
guage; target language translations of
these become the text around which
subsequent activities revolve. Also,
instructions and sessions for express-
ing feelings are in native language.
Target language is used progressively
more. Where students do not share
the same native language, the target
language is used from the outset,
though alternatives such as panto-
mime are also used.

Means for Evaluation

No specific means are recom-
mended, but adherence to principles
is urged. Teacher would help stu-
dents prepare for any test required by
school, integrative tests would be
preferred over discrete-point tests;
self-evaluation would be encour-
aged, promoting students’ awareness
of their own progress.

Response to Students’ Errors
Non-threatening style is encouraged;
modelling of correct forms.

Total Physical Response
Method

Goals

To provide an enjoyable learning ex-
perience, having a minimum of the
stress that typically accompanies
learning a foreign language.

Roles

At first the teacher gives commands
and students follow them. Once stu-
dents are “ready to speak”, they take
on directing roles.

Teaching/Learning Process

Lessons begin with commands by
the teacher; students demonstrate
their understanding by acting these
out; teachers recombine their in-
structions in novel and often
humorous ways; eventually students
follow suit. Activities later include
games and skits.
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Interaction: Student-Teacher

and Student-Student

Teacher interacts with individual stu-
dents and with the group, starting
with the teacher speaking and the
students responding non-verbally.
Later this is reversed; students issue
commands to teacher as well as each
other.

Dealing with Feelings

The method was developed princi-
pally to reduce the stress associated
with language learning; students are
not forced to speak before they are
ready and learning is made as enjoy-
able as possible, stimulating feelings
of success and low anxiety.

View of Language, Culture

Oral modality is primary; culture is
the lifestyle of native speakers of the
target language.

Aspects of Language the Approach
Emphasizes

Grammatical structures and vocabu-
lary are emphasized, imbedded in
imperatives. Understanding pre-
cedes production; spoken language
precedes the written word.

Role of Students’ Native Language
Method is introduced in students’
native language, but rarely used later
in course. Meaning is made clear
through actions.

Means for Evaluation

Teachers can evaluate students
through simple observation of their
actions. Formal evaluation is
achieved by commanding a student
to perform a series of actions.

Response to Students’ Errors
Students are expected to make errors
once they begin speaking. Teachers
only correct major errors, and do this
unobtrusively. “Fine-tuning” occurs
later.

The Communicative
Approach

Goals

To become communicatively compe-
tent, able to use the language
appropriate for a given social con-
text; to manage the process of nego-

tiating meaning with interlocutors.

Roles

Teacher facilitates students’ learning
by managing classroom activities,
setting up communicative situa-
tions. Students are communicators,
actively engaged in negotiating
meaning.

Teaching/Learning Process
Activities are communicative - they
represent an information gap that
needs to be filled; speakers have a
choice of what to say and how to say
it; they receive feedback from the
listener that will verify thata purpose
has been achieved. Authentic mate-
rials are used. Students usually work
in small groups.

Interaction: Student-Teacher

and Student-Student

Teacher initiates interactions be-
tween students and participates
sometimes. Students interact a great
deal with each other in many config-
urations.

Dealing with Feelings

Emphasis is on developing motiva-
tion to learn through establishing
meaningful, purposeful things to do
with the target language. Individual-
ity is encouraged, as well as
cooperation with peers, which both
contribute to sense of emotional se-
curity with the target language.

View of Language, Culture
Language is for communication. Lin-
guistic competence must be coupled
with an ability to convey intended
meaning appropriately in different
social contexts. Culture is the every-
day lifestyle of native speakers of the
target language. Non-verbal behavi-
our is important.

Aspects of Language the Approach
Emphasizes

Functions are emphasized over
forms, with simple forms learned for
each function at first, then more
complex forms. Students work at dis-
course level. They work on speaking,
listening, reading, and writing from
the beginning. Consistent focus on
negotiated meaning.

Role of Students’ Native Language
Students’ native language usually
plays no role.

Means for Evaluation

Informal evaluation takes place
when teacher advises or communi-
cates; formal evaluation is by means
of an integrative test with a real com-
municative function.

Response to Students’ Errors

Errors of form are considered natural;
students with incomplete knowledge
of form can still succeed as commu-
nicators.
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Planning for Successful Teaching:

The Lesson Outline

The Oxford dictionary defines
a lesson as “a continuous por-
tion of teaching given to a
pupil or class at one time; one of the
portions into which a course of in-
struction is divided.”

At the elementary and secondary
school level, the lesson is based on
the school board's curriculum guide-
lines which, in turn, are based on the
provincial or state curriculum in
that field. While the following out-
line focuses on language teaching,
there are elements which are also of
interest for lectures and seminars.

Successful teaching requires
planning and organization. Rare are
the teachers who can walk into the
classroom with little or no planning.
While some experienced teachers
may not require lengthy, detailed
lesson plans, there is a need even for
these teachers to keep materials and
methods current and relevant to the
needs and the expectations of the
students. Teachers must be versatile
enough to be able to change plans
and outlines (and, in some cases,
even activities,) for no two classes
are the same, and special attention
must be paid to the students’ learn-
ing styles and interests. As Henson
(1993:58) points out,

Often a class will become very inter-
ested and enthusiastic about a
particular part of the lesson. When
this happens, you should be willing
to deviate from your plan and let the
class explore their interests. On the
other hand, when the planned lesson
seems boring to a particular class,
change your approach drastically.

For young teachers, lesson out-
lines play a very important role.
Classroom routines and discipline
problems often tend to disrupt the
learning environment and teachers
should be well prepared if they do
not wish to be affected by such dis-
tractions. Henson (1993) stresses the
importance of lesson planning by
pointing out that

A teacher who attempts to teach
without a lesson plan is like a pilot

Anthony Mollica

taking off for an unknown destina-
tion without a map. Like the map, the
lesson plan provides direction toward
the lesson objectives. If the lesson
begins to stray, the plan brings it back
to course. This may be difficult with-

out a plan. (p. 39).

Callahan and Clark (1988:103)
identify many uses for the well-writ-
ten lesson plan:

1. Tt gives one an agenda or an out-
line to follow as one teaches the
lesson.

2. It gives substitute teachers a basis
for presenting real lessons to the
class they teach.

3. Itisvery useful when one is plan-
ning to teach the same lesson in
the future.

4. Tt provides one with something
to fall back on in case of a mem-
ory lapse, an interruption, a dis-
traction such as a call from the
office or a fire drill.

5. Above all, it provides beginners
security for, with a carefully pre-
pared plan, a beginning teacher
can walk into the classroom with
the confidence gained from hav-
ing developed, in an organized
form, a sensible framework for
that day’s instruction.

Borich (1992:140) cautions
teachers that before a lesson plan
can be prepared, they must decide
on
e instructional goals
e learning needs
¢ contents, and
* methods.

Lesson outlines vary with each
individual teacher. Arguing which
type of lesson plan is best would be
a waste of time and space. Nothing
is sacred about any of them. The
lesson plan is simply a tool which is
as effective as the person using it.

The following is a proposed out-
line. Different teachers may use
other headings, but ultimately the
end result should be the same: to
impart and to acquire knowledge.
Along with the outline itself, the
teacher should also keep in mind
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questions and questioning tech-
niques as well as classroom expres-
sions which help the student to
participate in the learning process.!

What are the divisions of a lesson
plan? What should the teacher’s les-
son plan look like? It is very useful
to identify at the beginning of each
lesson outline:

1. the date

This will be useful to compare,

the following year, whether the

teacher is “ahead” or “behind” in
the course of study.

2. the Grade

the title of the textbook used

4. the number of students in the class

It is obvious that the same teach-

ing methods cannot be used with

a class of thirty and a small class

of ten students, or a class of

mixed ability.

This information should be fol-
lowed by the following suggested di-
visions:

1. Theme or topic
Aims or Objectives
Warm-up period
Materials needed by
a) teacher

b) students
Presentation
Application
Summary
Assignment

9. Evaluation
10.Teacher’s references
11.Motivation.

=

Ll el

gor i o0

1. Theme or Topic

Unlike the aims or objectives, which
are specific, the theme or topic is
general. It is something that may
take several lessons to complete. For
example, a topic might be “The Pres-
ent Tense.” In order to deal
completely with this topic, several
lessons may be required. Teachers
may need to familiarize the students
with various conjugations of regular
and irregular verbs, with positive,
negative and interrogative forms, as
well as combinations of the latter:
positive-interrogative and negative-
interrogative. In other words, the
topic/theme is general and will in-
volve many individual lessons.

2. Aims or Obijectives

The aims or objectives, on the other
hand, are more specific. This section
will focus on what the teacher will
teach within a time-frame on a given
day to a specified class. For example,
the aim might be: “To teach the pres-
ent tense of the first conjugation
verbs in the positive form.” However,
teachers often write this aim in terms
of behavioural objectives. If this is the
case, all statements of performance
objectives must meet at least three
criteria (Henson, 1993:66):

* Objectives must be stated in
terms of expected student
behaviour (not teacher behavi-
our).

* Objectives must specity the con-
ditions under which the students
are expected to perform.

* Objectives must specify the min-
imum acceptable level of
performance.

Rare are the teachers who can
walk into the classroom with
little or no planning. While
some experienced teachers
may not require lengthy,
detailed lesson plans, there is
a need even for these teachers
to keep materials and methods
current and relevant to the
needs and the expectations of
the students.

Stating objectives in terms of ex-
pected student behaviour is impor-
tant because all teaching is directed
toward the students. The success of
the lesson will depend on what hap-
pens to the student. In writing per-
formance objectives, Henson
suggests that teachers avoid using
verbs that cannot be observed or
measured, such as learn, know and
understand. Instead the plan should
contain specific, action-oriented
verbs such as identify, list, explain,
name, describe, and compare. (Hen-
son, 1993:68).

What is to be learned should be
made apparent to the students in the
title of the lesson. It should be clear
to the teachers also when they de-
velop their aim for the lesson.

3. Warm-up period

Before beginning the day’s lesson,

teachers should involve the students

in some “warm-up” activity. This

warm-up period may consist of

s general questions
These questions may focus on
current events, school activities,
news broadcasts, etc. Please avoid
asking the day’s date and/or in-
quiring about the weather, unless
the questions are used communi-
catively! (Mollica, 1985.)

» personal questions
These questions may be directed
to individual students to show
interest on the part of the teacher
for an activity in which the stu-
dent might have been involved:
Did you see the hockey game last
night? Who won? etc.)

° review questions
These questions are directed at
reviewing the lesson of the day
before. They may serve as a basis
for introduction to the item(s)
about to be presented or may be
necessary as a pre-requisite to the
new lesson.

* g combination of the above.

4. Materials

a. needed by the teacher

Teachers should list the material(s)
needed in order to teach a particular
lesson. What print, non-print mate-
rials, audio and visual equipment are
required to teach the lesson effec-
tively?

Does the teacher require a text-
book, notebook, illustrations, flash-
cards, coloured chalk, an overhead
projector (make sure there is a spare
bulbl), a slide projector, an exten-
sion cord, etc.?

a. needed by the students

What do the students need in order
to perform well in class? Have they
been told to bring the right textbook
and workbook? Do they have extra
sheets of paper? Do they have their
notebooks? Do they have pencils,
ball-point pens to write with? (Keep
a few spare ones aside; students have
frequent memory lapses...)

5. Presentation

This is the part of the lesson in which
the “item” to be learned is presented.
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The presentation should proceed
step-by-step from the simple to the
complex. In providing examples in
the target language, teachers should
use vocabulary which is already
known to the student. Every effort
should be made to avoid distractions
so that students will be able to focus
on what is being taught and on what
the teacher wants the students to
learn. Language should be kept sim-
ple and examples meaningful. The
language of the teacher should en-
able the student to follow the teacher
and be able to comprehend the pre-
sentation of the lesson, and finally to
absorb the material with a feeling of
understanding and accomplish-
ment. Students should never be left
“up-in-the-air” over a lesson.

Teachers should make every ef-
fort to involve students in the presen-
tation. Where possible, the lesson
should be developed by both teach-
ers and students. Teachers may wish
to jot down a number of key ques-
tions to be asked during the presen-
tation which will help to develop the
item to be learned.

Four-by-six index cards are very
helpful in providing the teacher
with additional examples or vocab-
ulary lists which are useful to keep
the lesson moving at an engaging
pace.

6. Application

Once the teacher has presented the
item to be learned, it is important
that students be given an opportu-
nity to apply what has been
taught/presented. This activity
should be done while both the
teacher and students are together.
While the students are practising
(this is often an exercise found in
their textbook or workbook), teach-
ers should circulate about the
classroom and see that the applica-
tion is taking place,. They may stop
here and there, complimenting a stu-
dent for his/her good work or
assisting students who may have not
completely grasped the notion of the
item to be learned. Application is
doing something about the item
taught while the group and teacher
are still together.

7. Summary

The summary should terminate the
formal instruction and should im-
mediately follow the presentation or
follow the application. In the latter
case, the summary will serve as a
reinforcement of what has been pre-
sented. The teacher, by means of the
summary, brings together and em-
phasizes the main points made
during the lesson presentation. The
summary is meant to crystallize the
learning and to highlight the presen-
tation,

8. Assignment

The assignment phase of the lesson
may be considered as a continuation
of the application. Assignments pro-
vide a meaningful extended appli-
cation of the item just learned. The
assignment is an aid to retention. It
differs from application, as it may
consist of preparation for the next
lesson. It may be done at home or in
class. Whenever possible, an assign-
ment should be started in class and
continued at home. This process will
allow the student an opportunity to
ask the teacher any questions about
the assignment while both teacher
and student are present in class. The
time spent with a student can never
be regained or recaptured. It is time
well spent.

9. Evaluation

Teachers should be familiar with the
principles and techniques of evalua-
tion in order to discover whether
what has been presented/taught has
been learned or not. Formative eval-
uation through observation, check-
lists, student self-evaluation, peer
evaluation, and comments by the
teacher on oral and written work pro-
vide concrete information on the day
to day learning. For formal evalua-
tion, teachers should perhaps adopt
the well-known Holiday Inn slogan
“No surprises!” In other words, the
method of evaluation should reflect
the method of teaching. Simply put,
“Test the way you've taught!”

10. Teacher’s references

Teachers should identify in their les-
son plan other textbooks which have
similar explanations or exercises as

the lesson just presented. These
sources are invaluable for providing
additional exercises on the same
topic and may show the teacher how
the same lesson has been presented
by another textbook writer.

11. Motivation

Motivation plays a crucial role in the
lesson presentation. In fact, motiva-
tion should play a role not only in
the presentation, but also should be
pervasive throughout the class pe-
riod. Teachers cannot say to students,
“This activity will motivate you for
the next five minutes...” (The impli-
cation being that teachers will bore
the students for the rest of the
class...) Motivation means to stimu-
late something or someone.
Motivation is one of the prime tasks
of teaching. Motivation should be
constant and should not stop at any
given point. Motivation is important
at the beginning of the lesson as a
means of introducing the material,
stimulating interest, arousing curios-
ity and developing the specific aim;
but it is equally important for teach-
ers to provide motivational activities
which will arouse and retain the in-
terest of the students.

' The topics of questions and questioning
techniques, as well as a list of classroom
expressions, will be the focus of another
article in the next issue of Mosaic.
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Planning for Effective Teaching:
Papalia’s Classroom Settings

Setting One

&8 | &
£

Setting Four

guage Teaching. Methods and

In his book, Learner-Centered Lan-

Materials. (Rowley, MA: New-

bury House, 1976), the late
Anthony Papalia, identified a vari-
ety of learning styles (p. 15) and
proposed various classroom settings
(pp. 34-35)..

Teachers realize, as Phillips

(1976) points out, that

the neatly wrapped package for uni-
form distribution to a group of
potential language learners has failed
to live up to its advertising. There is
no one right method for all learners
atall stages. Alternatives in pace, con-
tent, goals and learning strategies
require teachers and students to
make choices - choices about how
they learn and what they learn, all
within the foreign language context.

Papalia firmly believed that it is

necessary to understand and iden-
tify the learning styles of the student
utilizes in order to enhance motiva-
tion and increase learning.

Is the student

an incremental learner who likes to
learn step by step?

an intuitive learner who leaps to
generalizations?

a sensory specialist who learns bet-
ter by seeing or hearing?

An emotionally involved learner
who depends heavily on inter-
personal relationships?

An eclectic learner who is able to
adapt to any learning style?

Setting Two

Anthony Papalia

)

O

Setting Three

(Teacher movers freely.)
RrCE
800 & Qoo

Setting Five

In seeking answers to these ques-
tions, teachers acknowledge that
each student is an individual who
learns in a unique way and that op-
tions in learning should be provided
for all students. By seeking these an-
swers, they can better adjust their
teaching materials and classroom
pacing and grouping, and tailor in-
struction to the needs of each indi-
vidual. Individualizing the mode of
learning is as essential as individual-
izing the rate of learning.

Language teachers interested in
individualizing instruction should
design learning environments
which provide varying degrees of
structure, and should use different
strategies and materials compatible
with the individual differences of
the learner.

Setting One:

To facilitate

1. the introduction of new material

2. the use of audio-visual aids

3. testing

4. activities where everyone is
doing the same thing

S. independent work and

6. choral work.

Setting Two:

To tacilitate

teacher mobility

eye contact

pupil attention

communication

game playing and

el SR

6. teacher control.

Setting Three:

To facilitate

1. the introduction of new material

2. participation of the teacher as an
equal

3. an informal atmosphere for oral
presentations and

4. communication directed to all,
not just to the teacher.

Setting Four:

To facilitate

remedial activities

tutoring

use of tape recorders and media

reinforcement of learned mate-

rial

reinforcement of learned mate-

rial

use of self-instructional materials

peer teaching

skit planning

games

one-to-one teacher-pupil interac-

tion

10.self-pacing

11.teacher awareness of individual
learning problems and

12.grouping according to interests
or needs.

Setting Five:

To enhance

peer interaction

peer teaching

“specific skill” grouping

variable pacing

tutorial work

games, simulations, and role

playing in a competitive or non-

competitive setting

7. group projects and

8. oral practice.
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Language Experience in
Second-Language Teaching

Merle Richards

By using language experience approaches, teachers can
release children’s communicative energies and motivate

language learning.

eachers and parents agree
I that the most important goal
of Heritage Language classes
is oral fluency, the ability to con-
verse and understand the target
language (Richards, 1990). That is,
they wish their children to use the
Heritage Language in meaningful
ways appropriate to the situation.
This communicative competence
(Hymes, 1972) is characteristic of all
natural language development. It is
higlily purposeful, motivated by the
learner’s desire to convey personal
meanings evoked in diverse social
situations; just as those situations
differ, so do the functions of lan-
guage. Halliday (1975) has shown
that the varied communicative
needs of the learner lead to different
communicative functions, such as
informing, persuading, controlling
others, and expressing feelings. All
these are part of our normal lan-
guage repertoire.

But observation of Heritage Lan-
guage classes often shows that a
large portion of the time is spent on
just one of the many communica-
tive functions, that of ritual lan-
guage. Greetings, dialogues and
songs often occupy most of the les-
son, along with rehearsal of vocabu-
lary lists. The latter are usually
related to some theme assumed to be
of interest to children, such as cloth-
ing, foods, colours, or animals.
Often the words are repeated in as-
sociation with a picture, sometimes
also with a flashcard indicating the
written form, but in a highly formal
and predictable pattern of teacher
model and pupil repetitions. It is this
pattern that constitutes the class-
room ritual most familiar to lan-
guage students.

These methods are often highly
successful for beginners. The use of
pictures evokes familiar meanings
for which the new vocabulary is
learned. Repeated practice and drill
are easily accomplished using the
pictures and flashcards, and the
learners get a sense of achievement
when they can recognize and recall
the learned items. Parents and rela-
tives are thrilled to hear their chil-
dren count, name colours, and say
Please and Thank you in the Heri-
tage language. Everyone is encour-
aged by the pleasure of rapid
language learning.

It doesn’t last. After a few weeks,
rituals pall. Exchanging greetings,
doing the calendar, and discussing
each morning what we ate for break-
fast may add new words, but seldom
generate excitement. And the learn-
ers discover that if their relatives
don’t ask just the right questions,
they can’t respond. (When I asked
one child, What's it like out?, I was
informed in an aggrieved voice that
You're supposed to say, 'What kind
of a day is it today?’) The ritual per-
formances don’t translate into con-
versational ability.

Observation of Heritage/
International Language classes
often shows that a large
portion of the time is spent on
just one of the many
communicative functions,
that of ritual language.

What can the teacher do next?
Change the focus: even at the early
stages, use simple exchanges to pro-
mote real communication and spon-
taneous usage. In the classroom, as

in the home, this is directly related
to the context. By creating natural-
isticlearning situations, teachers im-
pose communicative needs that
evoke many different functions of
language and therefore help to de-
velop communicative competence.
That is, they encourage learners to
use whatever language they know to
convey the meanings they need to
express.

The Language Experience
Approach

One method that has proved effec-
tive for this purpose is the Language
Experience Approach. Originally de-
veloped to assist children through
the early stages of reading in their
native language (Stauffer, 1970), it
has been adapted to the needs of
second-language learners at all lev-
els. Teachers can learn the technique
quickly; it requires no particular ma-
terials, and can be used with most
themes or topics.

The approach depends on an ex-
perience shared by all the partici-
pants. Often, a story or video begins
the sequence, providing a focus for
talk recalling its content, and the
children’s feelings about it: Which
was the scary part? After ashort chat,
the teacher suggests that they make
their own story. In the Heritage Lan-
guage class, this may be a retelling of
the story just experienced, using vo-
cabulary recalled from the text. With
more advanced learners, it may be a
parody or a commentary, including
the pupil’s feelings and responses:
Which character would be a friend?
Would you call the ending sad or
happy?

Frequently, the children will il-
lustrate their version and turn itinto
a Big Book. At the next class, the
teacher and children read and share
the book again - and again, until
everyone knows it thoroughly and it
can be put aside.

This method can be a part of
every Heritage Language session, be-
cause it allows for participation from
highly fluent speakers as well as total
beginners. Everyone can learn some-
thing, and the follow-up experi-
ences can be equally multilevel.
Already-fluent children can begin to
retell the story or write it in their
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own way, while less-fluent learners
can make illustrations, rehearse the
vocabulary through games, or listen
again to the story or tape.

Active Learning Situations

Language experience approaches are
usually successful if they are built on
content that interests the learners.
But they are even more successful
when centred around situations in
which children are actively involved.
Such a learning situation can be ex-
tremely rich in eliciting and
extending pupils’ language use. In
the Heritage Language setting, life
cycle and holiday celebrations often
provide the impetus for these moti-
vating situations.

For example, Canadian Thanks-
giving occurs early in the school
year, and is celebrated at school as
well as in many homes. Since most
cultures have significant thanksgiv-
ing ceremonies, it offers an occasion
for comparison of customs and cul-
tural values. Among beginners, how-
ever, it is easiest to begin with the
practices themselves, many of which
relate to the harvest.

In recent years, it has become
common to decorate houses and
schools with harvest symbols such
as corn, pumpkins, and grapevine
wreaths. A trip to a market or a farm
to obtain these items could therefore
be the focus activity for a language
experience. On returning to the
classroom, the teacher provides the
children with time to think about
and represent the experience in
drawings or drama. Then they
gather around the teacher, and each
makes some comment about the
trip. In the Heritage Language class,
this may require some feeding by the
teacher, who can indicate and name
the items from the market or suggest
a few words, but who waits for some
utterance from the children. A sen-
tence is desired, but even a word may
suffice from some pupils.

The teacher writes the comments
on an experience chart, perhaps
with a little picture to help recall
them, and then re-reads the whole,
inviting the children to join in. In-
dividual children then each read
their sentence, and the whole group

again repeats the reading. The chart
is left up for reference and is re-read
on several occasions; the children
may look at it, recite it, or copy it if
they choose.

Through the repetitions, the chil-
dren become accustomed to the
sounds of the language, learn a few
words, and get used to the idea of
writing. Depending on the writing
system, they may develop some let-
ter/sound correspondences and
learn some sight words. However, in
the Heritage Language class, it is im-
portant that vocabulary be learned
orally first, especially if the Roman
alphabet is used. Otherwise, chil-
dren frequently resort to English
sound/symbol correspondences
which can lead to mispronuncia-
tions.

Materials-Based Learning

Of course, field trips cannot be the
norm for a language class that meets
only once a week. More often, the
teacher brings the experience to the
class, perhaps through the use of
props. If a trip is too difficult, the
teacher can bring in grapevines and
leaves for wreaths, and several pump-
kins of various sizes and shapes. After
some talk about their characteristics
and how they are related to the hol-
iday, it is time for a craft or cooking
session.

Language experience
approaches are [...] even
more successful when centred
around situations in which

children are actively involved.

If the class is large, half the chil-
dren may make their wreaths while
half do the cooking. Please don’t
suggest that pupils prepare a pump-
kin pie from a recipe you find in a
book (Mollica, 1993, p.21). Having
done so, I can assure you that this is
not a whole-group activity! How-
ever, small groups can each select
from various ways of cooking pump-
kin, choose from a variety of flavour-
ings, and hold a tasting session. The
pumpkin dishes are judged accord-
ing to criteria decided upon by the
whole group, such as taste, appear-
ance, convenience as a snack. (The

pupils may be surprised that the big-
gest pumpkins don’t usually taste
the best.)

The outcome, depending on the
age of the pupils, could be a cook-
book, graphs showing the popular-
ity of each dish with its rating on
each criterion, or a grid showing
pumpkin dishes suitable for desserts,
main dishes, appetizers - and per-
fectly horrible dishes for scaring off
guests or ghosts. Again, everyone
can learn and contribute in some
way. Moreover, since the activities
will continue through several
classes, the teacher’s planning is eas-
ier and continuity is assured.

The language used in these situa-
tions usually includes errors, hesita-
tions, and considerable English. It is
up to the teacher to respond to the
pupils’ attempts to put their ideas
into the target language, usually by
responding to the ideas rather than
to the forms of the language. Repeat-
ing and expanding some of the
children’s observations also seems to
be part of this process, but the es-
sence is the learner’s need to com-
municate and the adult’s response to
the child’s meanings (Wells, 1986).
And that, as others have noted, is the
basis for successful language learn-
ing in any context: it's the basis for
genuine communicative compe-
tence.
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Should International Languages Be Part
of the School Curriculum?

Tam Goossen

A trustee speaks out on the teaching of languages.

efore my election as a school

trustee, I had the opportu-

nity to spend time pursuing
a graduate degree in Japanese stud-
ies. On my occasional travels to
Asia, I met Canadians who were
studying and working in China,
Korea, Japan and Thailand. They
were from rural, as well as urban,
parts of Canada. All seemed to be
enjoying what they were doing and
all recognized that the knowledge
they were gaining about the lan-
guage and culture of their host
country was greatly enriching their
lives. For those who became bilin-
gual for the first time through this
process, there was definitely no
looking back. Yet, most of them had
virtually no awareness of Asian lan-
guages and cultures until they had
entered university.

While these students were able to
acquire a second or third language at
their own pace, students from
around the world who find their way
to Canada and most likely to urban
areas, such as those in southern On-
tario, don’t have that luxury. Imme-
diately upon arrival, they have to
deal with an English-only environ-
ment, in which almost everything is
geared towards the unilingual per-
son (French signs notwithstanding).
For children, the question of
whether the educational experience
will turn out to be traumatic or not
often seems to depend on the luck of
the draw (i.e. the presence or ab-
sence of a skilled, sensitive, and sym-
pathetic teacher early in their school
career).

Fortunately, Ontario school
boards have taken on a new initia-
tive since the late 70s - the teaching
of heritage languages. (The name
Heritage Language has recently been
changed to International Lan-
guages: (Elementary) to dispel the
negative connotation associated
with the term and to emphasize the

importance of language in today’s
world.)

Since we started this program,
research has shown that immigrant
children gain confidence and adapt
faster to speaking English and living
in Canada if formal training is of-
fered in their mother tongue - in
other words, if they receive some
form of bilingual education. These
days, it has become widely recog-
nized that children and adults
learn better in a supportive environ-
ment where their experience and
background are respected as assets,
not dismissed as deficits (see “Cli-
mate Setting...” Mosaic, 1,2:1,3-5). In
short, a successful international lan-
guage program includes, among
other things, a public recognition of
the linguistic and cultural gifts that
these immigrant students and their
families bring to enrich the lives of
their local school and its communi-
ties.

I'm certainly not alone in my
conviction that an exposure to
international languages in
elementary school classrooms
constitutes an important part
of a forward-looking,
up-to-date educational system.

Frankly, there is a difficulty in
having international language pro-
grams accepted by some groups
which perceive them as benefiting
only immigrant children. Based on
my own experience, I can say with
confidence that such programs, if
well-planned, benefit a wide range
of students. Had my friends, for ex-
ample, been exposed to the Chinese
language in elementary school, they
would have saved years of time try-
ing to master a language which is
spoken by a quarter of the world’ s
population. The difficulty of learn-

ing a new language stymies most
adult learners, who have to struggle
against, among other things, the
shock to the ego involved in speak-
ing like a small child at age 20. Even
more significant is the linguistic and
cultural awareness that language
students accrue which not only
helps prepare them to work and live
more comfortably in an increasingly
multicultural and multiracial soci-
ety, but also leads to increased job
opportunities in Ontario and
abroad.

I'm certainly not alone in my
conviction that an exposure to inter-
national languages in elementary
school classrooms constitutes an im-
portant part of a forward-looking,
up-to-date educational system. Re-
cently, ten people, including myself,
were brought together to form an
advisory group to the Minister of
Education and Training to recom-
mend ways to improve the program
province-wide (Mosaic, 1,1:23). It
was a remarkably positive experi-
ence for me to work together with
these dedicated community and ac-
ademic leaders, all of whom are
deeply concerned with language
learning. Thanks to their willingness
to volunteer their time and energy,
we were able to complete a report
with ten recommendations, the first
of which was to change the name of
the program from heritage language
to international languages: elemen-
tary (Mosaic, 1,2:23). This report has
been submitted to the Royal Com-
mission on Learning where [ hope it
will get the serious consideration it
deserves. It is my hope that all On-
tario students will be permitted to
benefit from a well-planned, well-
run international language program
from Grade 1 to OAC and that the
program will befit Ontario’s status as
a truly dynamic and resourceful
multicultural society.*

*Reprinted from Education Today, Vol6,
No. 1, p. 6, with permission of the On-
tario Public School Boards’ Association.

Tam Goossen is a Trustee with the
Toronto Board of Education and
Co-chair, with Norm Forma, of the
Ontario Ministerial Committee,
The Heritage Language Advisory
Work Group.
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Listening Comprehension:
An Annotated Bibliography

Alice Weinrib

few entries in this brief bib-
A liography discuss the theory

underlying the teaching of
the listening skill, while others pro-
vide units of listening materials for
the teaching of this skill to learners
of different ages, and at various lev-
els of proficiency. Although some
materials deal specifically with En-
glish as a second language, the
approach is equally applicable and
suitable for other languages.

Please see Publishers’ addresses on
P 7;

Anderson, Anne and Tony Lynch.
1988. Listening. Oxford: Oxford
University Press. 150 pp. $23.95.

This book provides an overall per-
spective our listening as a
communicative activity and as a lan-
guage learning activity. Section one
discusses the findings of research
into what comprehension involves,
and how it relates to the other skills
of communication. It also focusses
on grading, which is seen as the key
to the construction of systematic lis-
tening materials. Section two
examines the basis for choosing (or
designing) and evaluating listening
materials. Section three guides teach-
ers in the creation of materials
appropriate to the needs of their stu-
dents.

Helgensen, Marc and Steven Brown.
1994, Active Listening. Building
Skills for Understanding. Cam-
bridge: Cambridge University
Press. 70 pp. $16.95.

A low-intermediate listening text of-

fering 20 task-based units. Each unit

is built around a topic, function or
grammatical theme. Students are
taught to listen through a balance of
activities, including listening for the
gist, listening for specific informa-
tion, and making inferences. This
book draws on research in reading
and applies it to listening. By activat-
ing students’ knowledge of a topic

before they listen, learners are given
a frame of reference to make predic-
tions about what they will hear.
Active Listening is accompanied by
two cassettes and a teacher's guide
which will be published later this
year.

Richards, Jack, Deborah Gordon and
Andrew Harper. 1987. Listen for It.
A Task-Based Listening Course.
Oxford: Oxford University Press.
87 pp. $18.50
Listen for It is an intensive course in
listening skills for lower intermediate
to intermediate level students. It is
intended for upper secondary school
students. The focus is on listening for
meaning. Fach of the 17 units of the
course is organized around a topic
and related functions. Each unit con-
tains the following sections: Starting
out introduces a topic and provides
some of the background information
and language needed to understand
that topic; Listening for it, contains
several task-based listening activities;
Listening tactics, focusses on how
conversational language expresses
meaning; Trying it out, contains fol-
low-up speaking activities. Course
components are a student book,
teacher’s guide and three cassettes.

Rost, Michael. 1991. Listening in
Action. Activities for Developing
Listening in Language Teaching.
New York: Prentice-Hall. 162 pp.
$23.95

Listening in Action highlights the

skills and strategies involved in lis-

tening in a second or foreign
language. The activities are organ-
ized around four kinds of listening
skills: attentive, intensive, selective,
and interactive listening. They are
accessible to the teacher through var-
ious student-centred indices:
language level of the student group,
appropriateness for the age of the
students, type of input that is of in-
terest to the students, and desired
activity type for the individual class.

Throughout the book, the activities
show how listening can be focussed
not only on the learning of pronun-
ciation, vocabulary and grammatical
structure, but also linked to the con-
current development of other skills.

Schecter, Sandra. 1984. Listening
Tasks for Intermediate Students of
American English. New York:
Cambridge University Press.
Student Book, 100 pp. $14.75;
Teacher’s Manual, 41 pp. $18.50;
Cassette, $19.95.

Listening Tasks presents listening ma-
terials for intermediate students. It
helps students to learn how to listen
for essential information. It consists
of twenty units. Each unit contains a
listening task based on a short re-
cording, as well as reading and
writing tasks which are thematically
linked to the listening task. The lis-
tening tasks are practical exercises,
such as labelling diagrams, taking
notes over the telephone and com-
piling lists. The nature of these tasks
varies in order to give students prac-
tice in different listening skills, for
example, listening for the overall
idea, listening for detail, sorting out
information, deducing.

Ur, Penny. 1984. Teaching Listening
Comprehension. Cambridge: Cam-
bridge University Press. 173 pp.
$21.95

This is a very practical handbook
about developing listening compre-
hension skills in the language
classroom. In Part One, the author
defines the characteristics of real-life
listening, analyses the problems en-
countered by language learners, and
discusses the considerations in-
volved in planning successful
classroom listening practice. Part
Two contains a variety of exercise
types. The activities range in level
from elementary to advanced and
illustrate techniques appropriate for
both adults and children. The exer-
cises can be used as they stand or they
can serve as models for teachers to
design their own materials.

Alice Weinrib is Librarian at the
Modern Language Centre, Ontario
Institute for Studies in Education,
Toronto, Ontario.
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Teaching Culture in a
North American Context:
Ukrainian Easter

Tania Onyschuk

Background

hrystos Voskres! (Christ is
Krisenl) then “Voistynu

Voskres!” (Indeed He is risen!)
are the joyous greetings heard on
Ukrainian Easter morning and
throughout the Easter season. Itis a
happy time when families and the
community join together to cele-
brate Christ’s Resurrection.

This year Ukrainian Easter will
fall on May 1. Most other Christian
churches will already have cele-
brated Easter a month earlier. The
difference occurs because Ukrainian
religious holidays follow the Julian
calendar and not our present-day
Gregorian one. Thus, Ukrainian Eas-
ter can be on the same day or up to
five weeks later than Easter of other
churches.

Ukrainian Easter has many rich
traditions that have developed over
a long period of history. Some of
these date back to pre-Christian rites
greeting spring. In springtime peo-
ple saw re-growth and re-birth every-
where. The earliest signs of spring
were the returning birds, which built
nests and laid eggs that hatched into
new birds. People believed birds
brought spring on their wings. This
is why the egg became an important
part of spring festivities.

With the coming of Christianity
in the tenth century, the spring ritu-
als were transformed into Easter tra-
ditions and given Christian
meaning. Today’s Ukrainian Easter
traditions, while deeply religious,
contain many elements that can be
traced back to the joyous greeting of
spring.

The Sunday before Easter (Palm
Sunday) is known as Willow Sunday.
There are no palm trees in Ukraine,
so the willow was chosen because it
was thought to have healing powers.
After the pussy willows are blessed in
church, people, and children in par-
ticular, tap each other with the wil-

lows saying, “Be as tall as the willow,
as healthy as water, and as rich as the
earth”. The blessed willows are then
placed behind religious pictures in
the home or planted. They are never
thrown away.

The week before Easter is spent in
preparation. On the evening of
“Pure” Thursday, Ukrainians attend
a special Passion service and return
home with lighted candles, which
are used in the Easter celebrations.
On “Passion” (Good) Friday a special
shroud is laid out in church. Every-
one fasts during Friday and Saturday
in remembrance of Christ’s fast.

Paska

During these days special Easter
breads are baked, krashanky (one-col-
oured eggs) and Easter baskets are
prepared. “Babka” is a tall, round
bread that is light, sweet and rich.
“Paska” is a round bread topped with
symbolic decorations in the form of
a cross or a circle symbolizing eternal
life.

On Easter morning, there is a
sunrise service, after which all the
Easter baskets containing the special
breads, butter, cheese, ham, sausage,
horseradish, salt, krashanky and Eas-
ter eggs are blessed. The rows of bas-
kets containing embroidered cloths,
artistically arranged food, colourful
Easter eggs and candles are a lovely
sight. Each family then hurries
home to break the fast. The meal
starts with the family sharing one
blessed egg, as a symbol of family

strength and unity. The food in the
Easter basket is only part of the meal
that includes cheesecakes and many
baked sweets.

In the afternoon, families gather
in the church yard or parish hall for
Easter games and hahilky. Hahilky are
choral dances performed by girls and
young children. The children then
play games using krashanky in egg
rolling contests or tests of the eggs’
strength. The winners get to keep
the coloured eggs. On Easter Sunday
everyone tries to give and receive a
beautifully decorated Easter egg.

Easter Monday is called “Wet”
Monday. After the church service,
young people squirt or drench each
other with water. This commemo-
rates the persecution suffered by
early Christians. Traditionally, girls
presented each boy that doused
them with water with an Easter egg.

Ukrainian Easter eggs -
Pysanky

The most famous of Ukrainian
Easter traditions are the lovely and
intricate pysanky. What may seem
like decorations on the eggs, are ac-
tually symbols with special mean-
ings. If you know the meaning of
these symbols, you can read the re-
spective meaning of each egg. That
is why in Ukrainian you don't make
pysanky, you “write” them.

The oldest symbols are circles
that represent the sun and symbol-
ize eternal life. Crosses represent the
four corners of the world and
Christ’s Resurrection. Horses and
deer symbolize wealth, birds, a fulfil-
ment of wishes. Flowers and plants
symbolize growth. Ram’s horns rep-
resent strength. :

Colours also have symbolic
meanings. Red symbolizes love,
green - health, youth and spring.
Yellow brings with it the warmth of
the sun and represents happiness.
Orange is symbolic of strength.
Brown depicts the wealth of the
earth. Black is a sad colour, but when
combined with white, symbolizes
safety. Purple suggests patience and
trust.

Pysanky are “written” using hot
bees’ wax, dyes, and a special writing
tool, which is a small metal cone
attached to a stick. The melted wax
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flows through the tip of the cone
onto the egg. The parts of the egg
that are covered in wax will remain
white. The egg is next dipped into
the lightest dye, usually yellow.
Then parts of the yellow egg are
drawn upon with wax. These parts
will stay yellow. Afterwards, the egg
is dipped in orange dye and the pro-
cess is repeated to the final colour.
The egg is placed in a heated oven to
melt the wax. The result is a multi-
coloured pysanka.

Suggestions for activities
a. General Activities

Since Ukrainian Easter is a time of joy
and renewal, the suggested activities
can be incorporated into language
classes as part of an “Easter-around-
the-world-theme” or as part of a unit
on spring.

hour,

Cool and add 2 tbsps. of vinegar.
Place an egg for about 2 hours in
the dye. The egg will be light pur-
ple. After the egg is removed from
the dye, it will start turning light
green.

3. Make an Easter card.

Use Ukrainian pysanka symbols
to make a card with special
wishes for a friend. Remember
that the symbols and colours
have certain meanings. Explain
the meaning of your wishes in-
side the card.

4. Play Ukrainian Easter games.
Each child will need a krashanka.
Set up races in groups of four to
see whose egg rolls the farthest.
Have the finalists race each other.
The child whose egg rolls the far-
thest is the winner.

Pysanka Symbols

CLL

crosses

P2 %

plants flowers

1. Make a krashanka.
Use hard-boiled white eggs. Pre-
pare food colouring or special
dyes in glass jars. Add a table-
spoon of vinegar to each jar of
dye. Dye each egg a different col-
our. Use the krashanky in games
or as decorations.

2. Make a natural green dye.
Use a young branch from an
apple tree (don’t destroy more
branches than necessary).
Shave the bark from the branches
to make about 2 cups of bark
shavings.
Cover with water, add 1 tsp. of
alum and simmer gently for 1

F<$Xee &b ©

sun symbols

horse and deer

e

ram’s horns

A

134

birds

5. Write a story.
Long ago, people did not know
the scientific reason for changes
from season to season. Imagine
you are a person living long ago.
Write a story about how and why
spring comes.

b. Activities for higher levels

6. Write a pysanka.

Invite to class someone who is
experienced in writing Easter
eggs to instruct and help the stu-
dents. This person should be able
to obtain all the necessary mate-
riais. Set aside at least 2 hours for
this class.

7. Traditions and beliefs associated
with Ukrainian Easter can be
used as the starting point for
group activities and discussions
that share and compare tradi-
tions and beliefs of other cul-
tures, faiths and religions.

Calendar

Many cultures make use of different
calendars to determine the time of
religious or cultural celebrations.
Ukrainians use the Julian calendar.
Small groups of students can re-
search a calendar that may be
relevant in their lives. A display can
be set up of the various calendars.

Symbols

Symbols appear in many aspects of
our lives. They also play an impor-
tant part in most celebrations,
rituals, religious and cultural holi-
days. Each student can share a
symbol from his/her experience and
explain its meaning or significance.
This sharing may lead to a discussion
of humanity’s need for symbols and
how their use affects our lives.

The egg is an important symbol
of Ukrainian Easter. Is the egg also a
symbol in other cultures? Students
can list cultures, celebrations or fes-
tivals where the egg is used as a sym-
bol. If there is interest, they can
make charts comparing and con-
trasting the various symbolic mean-
ings of eggs.

Spring

The coming of spring and the rebirth
and regeneration of nature is an im-
portant part of the celebration of
Ukrainian Easter. Today our planet
has difficulty in regenerating itself.
The class can list various reasons why
our planet may be in danger. The
students may also wish to organize a
spring project that will help nature
regenerate itself, for example, tree
planting, recycling or clean-up pro-
jects.

Tania Onyschuk is an Instructor-
in-charge and Co-ordinator of
Ukrainian classes at Our Lady of
Sorrows, Metropolitan Separate
School Board, Toronto.
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Items of Interest

Letters to the Editor

The following are excerpts from some letters
we have received. We are grateful to these
and other colleagues for their enthusiasm
and their encouragement.

Congratulations on this attractive new
publication! I have argued in many
places that our traditional journals are
becoming anachronistic, and you have
certainly conceptualized this publication
in innovative manner. I shall share the
copies and information with colleagues
and our graduate students.

Gilbert A. Jarvis
Ohio State University

Every teacher in all the schools that teach
Ukrainian in the Metro Toronto area has
seen the first two issues of Mosaic. Need-
less to say, they are thrilled at the quality
and variety of articles. This is a journal
that provides theoretical discussions,
gives overviews of the politics of lan-
guage and- culture, and provides a much
needed forum for sharing language class-
room experiences. Our teachers have
learned a great deal from these two is-
sues. The articles have stimulated debate
and discussion of important questions.
We all look forward to the next issue and
hope that this much needed journal will
grow and flourish.

Tania Onyschuck
Toronto, Ontario

Félicitations et merci de m’avoir fait
parvenir Mosaic, ton nouvel enfant! Je
vois qu'une bonne idée n’est jamais per-
due surtout entre tes mains si capables.
Je suis ravie de répandre la bonne parole

et Je vais faire circuler Mosaic parmi mes
collegues a Glendon.

Nicole Keating
Glendon College
York University

I enjoyed your complimentary copy of
Mosaic. It is very informative and inter-
esting to second language teachers.

Cécile Skene
Winnipeg, Manitoba

The relevance and interest level of the
articles is extremely high and the appear-
ance of the magazine itself is most
attractive. I believe that you have found
the solution to a pressing need in the
areas of second and international lan-
guage acquisition, Practitioners have for
a long time expressed interest in getting
access to research information and also
practical ideas for promoting their
students’ learning. However, few practi-
tioners have time to read the original
research studies and Mosaic meets this

need beautifully by providing quick ac-

cess to the essential information in an

informative and frequently entertaining
way.

Jim Cummins

Ontario Institute for Studies in Educ.

I believe the journal/newsletter will fos-
ter an exchange of theory and practices
which will enhance Heritage/Interna-
tional language education in Canada and
beyond. It will fulfill the need for a na-
tional publication that will assist
teachers. In this era of economic restraint
and limited travel to conferences, Mosaic
will become a primary professional de-
velopment tool and source of
information. Readers of Mosaic in Alberta
have commented on the excellent qual-
ity of the articles.

Wally Lazaruk
Alberta Education

Grazie dell’'omaggio dei primi numeri di

Mosaic, e sincere congratulazioni per la
bellissima ideal

Renzo Titone

Universita di Roma, “La Sapienza”

I thoroughly enjoyed the complimentar
copy I received and look forward to read-
ing subsequent issues.

Kathy McKinty
Niagara Falls, Ontario

Je suis persuadé que cette nouvelle revue

Mosaic aura, dans un proche avenir,

beaucoup de succes. Tu me sembles bien

avoir hérité du toucher de Midas.
Félicitations!

Charles Elkabas

Erindale College, University of Toronto

I'm pleased to tell you that the annotated
bibliographies in each issue of Mosaic are
being well received!

A number of requests have come in for
specific copies of items listed in the bib-
liography series. In addition, several
people have come in to examine the
materials in question. Multi-level lan-
guage classes seem to be a topic of
particular concern to teachers.

Alice Weinrib
Ontario Institute for Studies in Educ.

I was so impressed with the first issue of
Mosaic that I recommended to the Exec-
utive that our Society take out a
subscription for our twenty teachers. I
believe that Mosaic is an important and
invaluable tool not only for our Italian
teachers, but for all language teachers.

Ernesto Virgulti
President, Dante Alighieri Society

Passport to Discovery

A Manual for the preparation of Immersion
Days for Second-Language Students.

Hannah Noerenberg of Jasper Place High
School, Edmonton, AB, organized an im-
mersion day around a theme “A Trip to
Germany”. Students travelled from
“province” to “province” and completed
activities typical of each region, actively
learning culture and geography while
immersing them,selves in language.
Passport to discovery includes:

* activity descriptions

* planning timeline

e duty lists

e ample passport

* sample formes and more.

Over 60 practical pages for modification
by teachers of all languages. To order a
copy, forward a cheque (Canadian or US
funds) to cover postage and printing to:
Hannah Noerenberg, Jasper Place High,
gggo - 163 Street, Edmonton, AB T5R

Public Speaking Event

The Dufferin Peel RCCSS Board, Halton
Board of Education, Hamilton-Went-
worth RCSS Board, Hamilton Board of
Education, London Middlesex County
RCSS, Waterloo Region Board of Educa-
tion and Waterloo RCSS Board announce

the First Annual
International Languages (Elementary)
Public Speaking Contest.

April 10, 1994, 1:30 p.m., Bishop Ryan
Sec. School, 200 Albright Rd., Hamilton,
Ont. Awards Presentation 3:00 p.m.

For further information, [905] 577-0555.

New Curriculum Documents

The International Languages Program
Planning and Course Outlines is the
North York Board of Education’s new
document for the teaching of Interna-
tional Languages credit courses. This
document can be used by all Interna-
tional languages credit course teachers as
aresource planning guide in the delivery
of their programs.

The document is comprised of three sec-

tions:

* Program Planning for International
Languages

¢ International Language Courses:
Sample Rationale, Goals, Aims and
Objectives

e Course Content Outlines for the fol-
lowing languages (Year 1 and 2 and
OAC levels): Arabic, Cantonese, Farsi
(in progress), Finnish, German,
Greeﬂ (Modern), Gujarati, Hebrew,
Italian, Japanese, Korean, Mandarin,
Marathi, Punjabi, Tamil, Yiddish.

For more information or to order, con-

tact: Jean Lebans or Bruce Galbraith,

Modern Languages., Tel. [416] 395-4920,

Fax [416] 395-4932 or Armando Cristin-

ziano, International and Continuing Ed-

ucation [416] 395-5019, Fax [416]

395-5055.




From the Shores of Hardship

Italians in Canada
Essays by Robert F. Harney
Edited by Nicholas DeMaria Harney

Robert Harney firmly believed that the history of Canada could not have been written
without looking at the role played by numerous communities that have come from all
corners of the world. His research and his writings bear witness to the moral courage and
civic involvement of these communities which have converged to build a national
character while, at the same time, maintaining their original characteristics. This is the
essence of the Canadian mosaic, a model which, of course, may have some faults but
which stands out as a monument to a better world.

The Luminous Mosaic

Italian Cultural Organizations in Ontario
Edited by Julius Molinaro and Maddalena Kuitunen

ALEAN CULTRRAL
QRGANMIZATION: i ONTARIC

| consider this documentation and analysis presented in this volume
to be of great importance offering, as it does, an enlightened fresco
of the many realities of the Italian Canadians who have made a solid
contribution to their new country. Alberts Di Giovanr

Preface

Contributing Authors: Salvatore Bancheri, Robert Buranello, Paul Colilli, Gabriele Erasmi,
Antonio Franceschetti, Nicholas DeMaria Harney, Diana luele-Colilli, Maddalena Kuitunen,
Michael Lettieri, Julius A. Molinaro, John Potestio, Guido Pugliese, Walter Temelini, John
E. Zucchi.

P.O. Box 847
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