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Authorizing the Foreign Language Student

Hiram H. Maxim
The University of Texas at Austin

ABSTRACT This paper begins by reviewing the current practices in foreign language teach-
ing in light of Bourdieu’s theories of language and power to show how failing to assess dis-
cursive intent prevents students from understanding the strategic use of language. Bourdieu’s
model is then proposed as the basis for a pedagogy that authorizes students to use their exist-
ing cognitive skills in order to assess a text’s discourse and uncover its verbal and nonverbal
strategies. To illustrate this alternative pedagogy, pedagogical techniques used to teach a short
video segment from German television in a third-semester Business German course will be dis-
cussed. Each of the techniques encourages students to look for the significance of the video's
visual as well as verbal discourse. To help exemplify both the authorizing process and the ped-
agogical effectiveness of this new approach, these techniques will also be compared with input
exercises that ask students to register information without assessing discursive intent. As a final
point, this paper will discuss oral and written exercises that build on students’ insights from

their analysis of the video’s visual and acoustic features.

Introduction
Modern language departments in the United
States have traditionally been marked by a
strong division between language teaching at
the lower level and cultural and literary study
at the upper level.' One of the many conse-
quences of this split is that critical theory,
which plays such a central role in upper-divi-
sion and especially graduate-level courses, has
not beeu applied to lower-division language
teaching. Only recently have scholars started
to address this situation and suggest ways to in-
tegrate critical theory into the teaching of for-
eign languages (Berman 1994, 1996, Hopper
1988; Kramsch 1993; Kramsch and Nolden
1994; Peck 1992; Swaffar et al. 1991; von
Hoene 1995). Despite these notable and im-
portant steps, the initial emphasis in foreign
language instruction remains on developing
linguistic fluency and accuracy rather than
comprehending and analyzing the discourse
of an authentic text. Such an empbhasis not
only disadvantages the foreign language
learner by privileging the native speaker, but it
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also ignores the interrelationship between
foreign language proficiency and the learner's
grasp of foreign language discourse. Discourse
or language use, defined as the speaker or
writer's verbal and nonverbal strategies, ren-
ders messages significant in their social and
political contexts. Uriless actively aware of the
discursive systems that motivate language use,
foreign language learners will miss out on
learning how and to what end language is ac-
tually used.

This paper begins by reviewing the current
practices in foreign language teaching in light
of Bourdieu's theories of language and power.
Bourdieu's insights reveal that registering lan-
guage use without assessing discursive intent
relegates students to a subaltern position from
which they may learn to identify foreign lan-
guage usage but not the significance of foreign
language as discourse. To illustrate an alterna-
tive practice that would encourage students to
look for the significance of the visual as well as
verbal discourse, pedagogical techniques and
accompanying exercises used to teach a short
video segment from German television in a
third-semester Business German class at the
University of Texas at Austin will be discussed.
Included in this discussion will be the peda-
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gogy's connection to the Standards for Foreign
Language Leaming (1996). Based on student
results and reactions to this approach, this
paper will close with a discussion of the peda-
gogy's suitability for lowerdivision instruction,
especially within a pedagogical framework
that has traditionally not stressed critical analy-
sis of authentic discourse.

Learning Theory and Bourdieu

In Language and Symbolic Power (1994),
Bourdieu suggests that all language use is
strategic, that it is calculated to achieve a
particular speaker objective. To apply the
terms of his analysis to language pedagogy,
the foreign language classroom might be
viewed as a market in which linguistic prod-
ucts are subject to certain laws of exchange.
In addition, this market is characterized by a
high degree of formality due to a variety of fac-
tors ranging from the emphasis on linguistic
accuracy to the organized, hierarchical na-
ture of mainstream education. Students con-
tribute to the market's formatlity as well by
accepting its structure, rules, and participants.
This acceptance, in turn, grants the market a
legitimacy that serves to reinforce its power
structure. A market’s legitimacy lies on a con-
tinuum that can increase the more formal it
becomes and the more recognition con-
sumers, i.e., students, grant “to the legitimate
language and legitimate competence “ (69).
For Bourdieu, the term legitimate compe-
tence is “the statutorily recognized capacity of
an authorized person—an ‘authority'—to use,
on formal occasions, the legitimate (i.e., for-
mal) language, the authorized, authoritative
language, speech that is accredited, worthy of
being believed” (69). Resulting from this for-
mal situation, therefore, is a market “domi-
nated by the dominant, i.e., by the holders of
the legilimate competence, authorized to
speak with authority” (69). Teachers and
teaching materials thus assume the position of
authority in the foreign language classroom
and possess the “linguistic capital capable of
imposing the law of price formation which is
the most favorable to its products and of
procuring the corresponding symbolic profit”

(70). The beginning language student, mean-
while, lacking equivalent linguistic capital, re-
mains ensconced in a subservient position.
Right from the very first class day, therefore,
most language learners lack the currency to
interact in the market and tacitly acquiesce in
their loss of intellectual agency.

In addition, Bourdieu asserts that an author-
ity achieves its importance when there is a
“convergence of the social conditions which
enable it to secure from others a recognition of
the importance which it attributes to itself”
(1994, 72). Teachers and the materials they au-
thorize thus attain their level of authority and
importance because students, among others,
recognize them as such. By uncritically ac-
cepting the information presented by the
teacher or the teacher-authorized text, stu-
dents affirm the teacher's and text's preemi-
nence as well as their subaltern status. As
Bourdieu notes, “What creates the power of
words and slogans, a power capable of main-
taining or subverting the social order, is the be-
lief in the legitimacy of words and of those
who utter them” (170). In effect, foreign lan:
guage students collaborate in maintaining the
text’s and teacher's authority in the classroom.

This act of collaboration and uncritical ac-
ceptance grants authority that Bourdieu cails
“symbolic power.” He writes that “symbolic
power . . . is defined in and through a given re-
lation between those who exercise power and
those who submit to i, i.e., in the very struc-
ture of the field in which befief is produced
and reproduced” (1994, 170). That is, by ac-
knowledging a discourse's legitimacy and be-
lieving in its objectivity, members of that
discourse community fail to recognize, or mis-
recognize, its subjectivity and thereby validate
its authority and perspective. Validating a par-
ticular discourse’s authority then has the ef-
fect of granting that discourse status and
influence within the discourse community. in
other words, that discourse now has and ex-
ercises symbolic power.

As an example, the discourse surrounding
the “Contract with America” exercised sym-
bolic power by using phrases such as “cutting
government waste,” “balancing the budget,”
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lobby reform,” and “welfare reform.” The pri-
mary supporters of the "Contract,” being
based in the formal, legitimized political
arena in Washington, enjoyed a high level of
political and symbolic capital with which they
pushed their programs. At the same time, the
common themes of “change” and “reform”
appealed to a broad cross section of the pop-
ulation and thus lent further legitimacy and
symbolic power to the people and actions as-
sociated with the “Contract.” After all, in order
for symbolic power to exist, there needs to be
not only those wielding power but also those
believing in and subjecting themselves to it.
By no means is this a constant or static rela-
tionship, however. Particular phrases begin to
be associated with specific people or groups
within a society, and those groups’ discourses
are then read differently depending on one’s
position vis a vis each group. Moreover, the
symbolic power of each group's discourse is
subject to market forces. When the products
“less government” and “balancing the budget”
resulted in “shutting down the government,”
for example, those products lost some of their
symbolic power and eventual chance for
profit in the market. In short, consumers were
no longer as willing to accept and recognize
the legitimacy of such discourse.

Despite the presence of symbolic power
in almost all forms of interaction, foreign
language students often do not read texts to
identify and define it. Beginning language in-
struction, with its emphasis on linguistic accu-
racy and fluency, combined with beginning
language students, with their eagerness for
and dependence on input to increase their
typically results in littte oppor-
tunity to critically evaluate the linguistic input;
in the effort and desire to improve initial lan-
quage skills, teachers and students alike often
do not challenge the input's authority or read
a text to see how linguistic and cultural facts
are assembled and weighted. When students
or teachers view any given presentation only
as objective “truth” (facts rather than facts as-
sembled to express a particular viewpoint),
then they fail to examine its symbolic power.
Students’ uncritical reception of input is fur-

ther compounded by their lack of expressive
capability with which to voice criticism.

Bourdieu's model is proposed, therefore, as
the basis for a pedagogy that authorizes stu-
dents by enabling them to use their existing
cognitive skills in order to assess a text's dis-
course and examine its symbolic power.
Through a sequence of tasks described in the
following pages, students learn to apply thei
insights as critical thinkers to assess the visual
and verbal input they receive. They also con-
tinue to attend to linguistic fluency and accu-
racy, but always in conjunction with their
assessment of the text’s particular discourse
strategy. This shift in emphasis, I argue, en-
ables students to assemble the input they re-
ceive and attribute significance to it by virtue
of their selection strategies that are, in part but
not exclusively, dependent on their com-
mand of particular language details. Autho-
rized to employ skills that they, as cognitively
mature and reflective adults, already possess,
students can then be in charge of their own
learning.

Supplementing Input with a Pedagogy
That Authorizes Student Analysis

An authentic video segment from German
TV was chosen to illustrate the authorizing
process. The juxtaposition of images and
words in most authentic video excerpts pro-
vides a wealth of nonlinguistic and linguistic
clues about symbolic power. In addition, as
several empirical studies of foreign language
learners indicate, video viewing seems to no-
ticeably increase comprehension and reten-
tion among learners (Hanley, Herron, and
Cole 1995; Mueller 1980; Rubin 1990; Secules,
Herron, and Tomasello'1992). First language
acquisition research also documents the
power of visual stimuli to enhance compre-
hension and retention (Drew and Reese 1984;
Hayes and Birnbaum 1980; Mayer and Sims
1994; Meringoff 1980; Reese 1984).

Furthermore, though limited, most second
language research strongly supports popular
belief that foreign language video is an excel-
lent medium for exposing students to authen-
tic materials, a wide range of cultural input,
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goals that Germany aims to accomplish dur-
ing its term as President of the European
Union (EU). The film clip selected has six top-
ical sequences:

1. Celebration on the day of German Unity
(1990);

2. Discussion of the extensive regulations
that govern the EU;

3. First goal: lowering unemployment;

4.Second goal: fostering environmental
protection;

5. Third goal: fighting crime;

6. Fourth goal: maintaining national security.

In the authorizing pedagogy, the teaching
unit involving this video clip lasted five class
days (Appendix A). It began with a preview
stage during which students not only defined
the EU but also considered the implications of
a unified Europe. Because all but one of the
thirteen students had never heard of the EU
before, their first exercise was to find out basic
information about the EU. Using the World
Wide Web, they worked with a partner to lo-
cate the EU home page and to become ac-
quainted with the history, general premise,
and future of the EU. They then were asked
to think about the possible advantages and
disadvantages of joining the EU from both
Germany's and the United States’ perspective.
Despite their limited exposure to the EU, they
were able to think of basic consequences,
both positive and negative, that the EU would
have for Germany and the United States. One
characteristic of each group’s list of conse-
quences at this early stage in the teaching
unit was that they typically held a one-sided
view of each consequence. For instance, they
viewed reduced tariffs among EU-member

countries as being either positive or negative
for Germany. They typically did not consider
the potential that there might be two or more
sides to each argument. This represents to
some degree the students’ inexperience with
such an exercise, but it also highlights what
Shumway correctly identifies as students’ diffi-
culty with “seeing the world through the eyes
of others” (1995, 255). By comparing its find-

ings with those from the rest of the class, how-
ever, each group began to see the broader
range of issues associated with each topic.
They recognized, for example, that the effects
of reduced tariffs now varied depending on
the economic, political, and social capital
gained or lost from such policy. Considering
the perspective from which one views a par-
ticular situation started to resonate with them
as a necessary component of textual interpre-
tation.

During the silent viewing, students saw the
video for the first time and noted not only the
images comprising the video but also how
those images were juxtaposed (Appendix B,
Exercise 1). Before this task could be ade-
quately completed, however, the students’
limited exposure to European and German af-
fairs required that two of the images (the cel-
ebration at the Reichstag and foreign minister
Klaus Kinkel) be briefly explained. Once stu-
dents were familiar with all the images, they
had little difficulty placing them in the proper
chronological order (Appendix B, Exercise
1a). The next exercise (Appendix B, Exercise
1b) also posed no problems for them, as they
were quickly able to group the images into
logical pairs. Interestingly, the last exercise
(Appendix B, Exercise ic), which was the
unit’s first exercise to ask students to assess
the video's connotative system, caused some
initial confusion among the students. Al-
though they understood the directions, the
task itself remained unclear to them. Up until
this point in their previous two semesters of
video viewing, these students had not been
asked to examine a video's visual discourse,
and they understandably had some questions
about how to proceed. Once they realized

that the task called for them to determine on
their own the implications of this video’s se-
quencing of its images, however, their confu-
sion waned, and they warmed to the task.
Once empowered to look for visual infor-
mation as a message system, the students
were quick to observe that in the video's sec-
tion on fighting crime, a pile of confiscated
narcotics along with some drug dealers—a
problem for society—is followed immediately
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by a shot of a German police station, a poten-
tial solution to this problem. They drew simi-
lar conclusions from the sequence introduced
by the image of many people standing in line
behind a service counter at a government
agency. On the other side of the counter and
responsible for providing assistance, two or
three bureaucrats attempt to process appli-
cants. These images are then juxtaposed with
German Foreign Minister Klaus Kinkel deliver-
ing a speech. One student characterized this
juxtaposition as a contrast between the “un-
employed” and the “employed.” Another de-
scribed it as the “problem” followed by the
“answer.” At this early stage students made
very few specific references to Germany or Eu-
rope; they kept their analyses country-neutral
by using characterizations such as "bad/
good”, “problem/solution,” “"unemployed/
working." The one exception occurred in
their description of the very first pair of im-
ages: the flag of the EU followed by the cele-
bration at the Reichstag. Several pairs of
students characterized this juxtaposition as
“Europism/Nationalism.” This really was the
first indication that they were beginning to
recognize that the video was presenting more
than just generic problems and solutions.
Most importantly, though, students had the
chance to perform their own particular analy-
sis. For teachers and students, this means no
longer viewing the input as value-neutral data
to be noted, but rather recognizing ils subjec-
tive ability to exercise symbolic power. They
were not yet at the stage of realizing that this
power differs depending on whether the view-
ers are, for example, German, French, or
American, but they had crossed the important
threshold of recognizing the text's inherent
subjectivity.

Students’ awareness of the text's subjectiv-
ity increased when they observed the “hexis”
of people in the video. Hexis is a term Bour-
dieu uses to refer to the physical or bodily
manifestation of peoples’ socially-learned pre-
dispositions. The hexis reflects an individual's
relationship to society in dress, demeanor,
and body language. By “reading” the hexis of
people in the video, students can speculate

about how society and the social relations of
power have affected these people. In this
teaching unit, for example, students were
asked to identily the different figures they saw
during the silent viewing, noting which ones
appeared self-assured and which showed
signs of being despondent.

The video “The German Role in the EU" is
particularly well-suited toward having stu-
dents analyze bodily hexis because it presents
a wide range of people, all with different ways
of carrying themselves. For instance, a shot of
unemployed workers depicts about fifteen
men in jeans and ragged jackets huddied to-
gether on a cold gloomy day. This scene is
then juxtaposed with a German office where
well-dressed office personnel in a wellit,
bright, and warm-iooking room work industri-
ously at their desks. The sequence later in the
video that juxtaposes shots of refugees at a
government office with German Foreign Min-
ister Klaus Kinkel presents a real contrast be-
tween the crowded, casually-dressed refugees
and the confident, comfortable Kinkel.

The procedure students followed in reading
the hexis of people in the video consisted of
three steps. First, students merely listed the dif-
ferent people who appeared in the video (Ap-
pendix B, Exercise 2a). Second, just as they
juxtaposed scenes in the previous set of exer-
cises (Appendix B, Exercise 1b), in this task
they juxtaposed people and characterized
their respective outward appearance and pos-
ture (Appendix B, Exercise 2b). Last, based
on their description of the people’s outward
appearance, students characterized the peo-
ple’s disposition (Appendix B, Exercise 2c).
The goal in analyzing the hexis in the video is
to have students consider how their reading
confirms or rejects the symbolic power of the
various icons or images they have already an-
alyzed.

Students had no difficulty with the first ex-
ercise, a strictly denotative task, but just as on
the last task of the previous set of exercises,
students were unsure about how to complete
the next two exercises aimed specifically at
analyzing the various people’s bodily hexis. It
became clear right away that these students
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had not performed such a task before and
were not used to analyzing body language.
With the help of the phrases provided, how-
ever, students had very little difficulty charac-
terizing each juxtaposed pair of people.! In
addition, they began to see how their reading
of the hexis confirmed their earlier reading of
the video's images. For instance, some of the
students observed that just as the juxtaposi-
tion of the unemployed with the German of-
fice workers presented something “bad”
followed by something “good” about society,
so too did the contrasting hexes of these two
groups of people. Students noted the cold, bi
ter atmosphere of the scene with the unem-
ployed workers and contrasted that with the
sunny, warm surroundings the office workers
enjoyed. They also pointed out that the un-
employed workers had a slouched posture
compared with the office workers' upright,
firm posture. They went on to say as well that
the unemployed workers’ outward appear-
ance reflected a sense of “desperation™ and
“hopelessness.”

Students reached similar findings in their
analysis of the refugees’ and Foreign Minister
Kinkel's hexes. They noted the refugees’ tired,
disheveled appearance and contrasted that
with Kinkel's polished appearance coupled
with his confident posture. This analysis com-
plemented their earlier assessment of the
refugees as the “problem™ and Kinkel as the
“answer.” Juxtaposing the icons with the hexis
in the film, therefore, enables students to
begin to grasp the video's nonverbal dis-
course. Thus prepared, students are ready to
hear acoustic and verbal clues that expand or
alter these initial impressions.

At this juncture, the students listened for as-
sertions that confirmed or rejected their initial
analysis of their visual impressions. Here the
techniques suggested by Motyl-Mudretzkyj
and Whiteman (1995), Stempleski and Toma-
lin (1990), and Swaffar and Vlatten (1997)
were adopted: Students matched statements
to specific speakers in particular visual scenes
(Appendix B, Exercise 3). In contrast with a
language- or data-driven pedagogy, however,
these tasks were motivated by the students’

own prior analysis of the video's icons and
hexes conducted during their silent viewing.
Students investigated the video’s language to
see whether the verbal discourse reinforced
or negated their assessment of the film's visual
implications. In other words, did the video's
language exercise the same symbolic power
as the visual images?

An example of conflating visual and verbal
discourse occurred during the sequence that
juxtaposed refugees waiting in line with For-
eign Minister Kinkel. Students who identified
the statement attributable to the section on
refugees waiting in line from a list prepared by
the instructor saw a very close connection be-
tween that language and their analysis of the
hexis in the different people depicted. Right
as the refugees are shown all crowded and
anxious behind the counter at a government
office, the video’s narrator states, “Kinkel’s
problem remains the migration from east to
west.” For those students who had character-
ized the refugees as “the problem,” they now
heard that same word being used by the nar-
rator to describe the situation.

Similarly, students noted that the language
attributable to the section on fighting unem-
ployment in Europe coincided with their
analysis of the unemployed workers’ hexis.
Right at the moment when the image of the
unemployed workers appears, the words “Eu-
rope’s bad disease” are heard. Here, as in the
segment with the refugees and Foreign Minis-
ter Kinkel, the visual and the verbal discourses
conflate. The idle unemployed workers whom
students contrasted with the busy personnel
in a German office are explicitly designated as
persons infected with the disease.

These examples illustrate a consistent pat-
tern that characterizes the entire video seg-
ment. All but one of the students in t|
third-semester class were able to recognize
these two examples of the visual and verbal
discourse conflating. Seven of the students
noted one other example, and four of those
seven students identified yet another exam-
ple. Although unable to identify all of the
examples, a subsequent class discussion re-
vealed that the students did note a pattern in
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those examples that portrayed Germany as
the preeminent leader of Europe and the EU.
Therefore, in that process of aligning their crit-
ical acumen with their nascent language
skills, the students achieved agency with
which to reflect on how visual and verbal lan-
guage is constructed. In effect, an authorizing
pedagogy provides students with the “strate-
gic orientation,” as described by Shook (1996,
212), to approach authentic language texts
and better understand language as discourse.

Attending to Linguistic Accuracy
While Authorizing Student
Verbal and Written Analyses

Now that students had activated their indi-
vidual agency by assembling a pattern from
the video’s key concepts, they were prepared
to move gradually from recognition to pro-
duction of textual language. A central tenet
of the verbal and written exercises in an au-
thorizing pedagogy is to guard against the
tendency of many exercise types to move di-
rectly from input confirmation to “discussion
questions.” For most foreign language stu-
dents, the gap between controlled recogni-
tion and free production is cognitively
immense. Just because students comprehend
the words and phrases of the written or spo-
ken text, there is no guarantee they will apply
them in their own language production. Con-
sequently, in most “discussions” students
resort to previously learned language with fre-
quent recourse to translation from their native
language. To encourage students to use tex-
tual language accurately and appropriately
and to ease the transition from input to out-
put, language learners need an intermediary
stage that raises their cognitively authorized
input to the status of linguistically confirmed
intake (VanPatten 1993; VanPatten and
Cadierno 1993).

Such transitions build on students’ own in-
sights about the grey zone of usage they un-
derstand but have never used or fully
“mastered.” Often, that language has not been
learned for production because the student
has never been asked, first, to recognize its
role in the text's overall discursive strategy

and, then, to apply it in a meaningful context.
When aware of a text's coherent discourse
strategy, students can begin to register distinc-
tions in form and word choice as features of
that strategy rather than as isolated informa-
tion. Students become sensitized to the fact
that not all language is equal, that extralin-
guistic contextual factors can modify word
meanings. In turn, their capacity to reflect on
how language is used facilitates and renders
more memorable the actual language usage
in the video text (Lightbown 1992). Unless ac-
tually assuming the role of a businessperson,
for example, students remain unlikely to use
language such as “marketing strategies” or
“short-term cash flow” even though they un-
derstand it in context. Thus, the verbal and
written exercise types in an authorizing peda-
gogy follow the pattern of first attending to the
connection between language usage and dis-
cursive intent and then moving toward apply-
ing the textual language accurately in a
sequence of role-playing exercises that gradu-
ally increase in cognitive complexity.

Role playing is a central component of
these exercises because, by authorizing stu-
dents to act a part and assume the discursive
strategies and objectives of a foreign language
speaker, it motivates using the language of
that text. The grammatical as well as the af-
fective accuracy with which students apply
such language results from their grasp of that
language’s symbolic power. The significant
difference between a phrase such as “we are
broke” and more optimistic formulations such
as “our company has a short-term cash flow
problem” must be abundantly clear before
language learners will be motivated to ac-
tively acquire and use the more complex, so-
phisticated discourse. Role playing also
exposes students to the different perspectives
within a culture as called for in the Cultures
Standard of the Standards for Foreign Lan-
guage Learning (1996). A brief explanation of
each exercise type used in this teaching unit
follows.

Drawing from Swalffar and Viatten's (1997)
sequential model for video viewing, the first
exercise is designed to highlight the connec-
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tion between language usage and discursive
intent. It has students watch the video again
and identify from pairs of slightly different sen-
tences which ones they had actually heard
(Appendix B, Exercise 4). Since the students
already were aware of the video'’s discursive
strategy before attempting this exercise, they
were predisposed toward identifying the right
sentence and in some cases selected the cor-
rect answer even before seeing the video
again.

The second exercise moved from recogni-
tion to production by providing students with
a list of words and phrases from the video's
transcript and asking them to include five of
them in a brief written summary of the video
that reflected its perspective and tone (Ap-
pendix B, Exercise 5).° This exercise not only
encouraged students to articulate the video’s
point of view but also required them to use
words they had seen and associated with par-
ticular strategies in a grammatically accurate
fashion. Students thus developed both their
metalinguistic and metadiscursive abilities
This assignment was graded based on a five-
point scale that awarded one point for using
five of the phrases; one point for correct usage
of the five phrases; one point for grammatical
accuracy in the rest of the summary; and two
points for satisfactory content. As might be ex-
pected, students had the most success with
the words and phrases that could be most eas-
ily adapted from the vocabulary list (e.g.,
nouns and prepositional phrases). Their suc-
cess with more complicated structures varied
depending on their own facility with the fan-
guage. Better students, for example, formed
the past participle of aufnehmen correctly and
used the accusative after drdngen auf,
whereas weaker students still struggled with
verb-subject agreement and tense. Part of
class time after handing back the summaries,
was devoted toward increasing metalinguistic
awareness by discussing such concepts as
forming past participles of verbs with prefixes,

In the third exercise, students practiced
their oral production of textual language by
drawing from their written summaries to
orally summarize certain scenes from the

video (Appendix B, Exercise 6). Having al-
ready worked with the language on their writ-
ten summaries, the students were better
prepared to use the textual language in
speech.

At a cognitively higher level, the next exer-
cise provided students with several short sen-
tences from the video and asked that they
rewrite these from a different perspective
other than the one in the video (Appendix B,
Exercise 7). Here students had to closely con-
sider the sentences’ lexicon and syntax in
order to properly reflect the new perspective.
Naturally, they also had to be aware of the
basic principles of German sentence struc-
ture, such as verb—subject agreement, tense,
and placement of verbs, adverbs, and objects.
While they might lack the approriate social
and cultural schemata to view a text in the
same way as a native speaker might, this exer-
cise does allow students to see how a person’s
socially-constructed position is reflected in
language (Kern 1995, 72). When students
adopt the perspective of an unemployed
worker and rewrite “Europe’s bad disease” as
“Europe’s big problem,” they recognize the
connotations of “disease” in this context and
the video’s subjectivity in its portrayal of un-
employed workers.

The following exercise emphasized oral
production by having students engage in a
role-playing debate (Appendix B, Exercise 8).
Students were divided into groups of three,
and each group was assigned a particutar
role. Each group first prepared a list of argu-
ments reflecting the role they were playing, a
process Otte terms “in-voicing identities”
(1995, 151), and then they conducted a de-
bate about the advantages and disadvantages
of the EU. .

The final exercise was a take-home writing
assignment that required them to assume a. __
particular identity and write about the EU
from that perspective (Appendix B, Exercise
9). Part of the assignment was to include ten
phrases or lexical items from the video in their
essay. They were graded on an expanded
scale analogous to the one used for evaluating
their brief summary.
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Students were also tested on the skills these
exercises aimed at developing. On the chap-
ter test, which covered this and two other
video units along with some grammatical top-
ics from the main textbook, students had to
write a twelvesentence essay in which they
adopted a role of their own choosing and re-
sponded to the question, “What io:_.a Eu-
rope be like without the EU?" In addition to
being evaluated on such standard factors as
grammar, syntax, and style, they were also
graded on how effectively they used the vo-
cabulary from the unit to present their partic-
ular perspective. ]

Through this sequence of exercises in
which they first assessed the discursive m:,m.m.
gies and then actually used them in a variety
of contexts and tasks, students began to,
as Kramsch calls for, “become the authors
of their own words™ (1993, 27). In addition,
attending to accurate language usage re-
mained an important goal but always in
relation to the viewer's perception of the sym-
bolic power conveyed by a video's visual and
acoustic features.

In terms of the Standards for Foreign Lan-
guage Learning (1996), this pedagogy pro-
vides a framework for developing students
competence in all five goal areas nac_:dd::_.
cation, cultures, connections, compansons,
and communities). First of all, students’ as-
sessment of the video's discursive strategies,
followed by their oral and written use of these
strategies in various contexts, reflects the goals
of the Communication Standard. Second,
role-playing activities and students’ examina-
tion of different perspectives throughout the
video unit enhance their cultural learning.
Third, students’ investigation of the EU’s eco-
nomic, social, and political implications for a
variety of people and nations connects _:m,.q
language learning experience with other disci-
plines. Fourth, by critically examining the sub-
jective, strategic nature of the video's
discourse, students become aware of the sub-
jectivity of all discourse and can begin 6
make comparisons between how language is
used in various settings and cultures. Finally,
students’ increased ability to recognize the

symbolic power in discourse provides them
with the insight to better understand the com-
munities and cultures they may encounter in
the future.

Results from the Authorizing Process
At the end of this video unit, it became clear
that students did succeed at the various tasks
given them and that they did begin to adjust
{heir stance vis-a-vis the text. Most noticeable
about their analyses was their gradual recog:
nition of the symbolic power the video grants
Germany and its current political and eco-
nomic system. As noted above, their initial an-
swers were simplistic and relatively country-
neutral. For example, during the silent viewing
stage, instead of seeing the office workers as
German office workers who were models of
ence and confidence and who could lead
the way toward European unity and progress,
students saw them more as generic office
workers, not affiliated with any country. The
same holds true for the students’ initial assess-
ment of the police officers. At first, they did
not see the officers as indicative of Germany’s
strength and leadership; rather, they repre-
sented a more general, generic strength. By
the time they reached the verbal and written
portion of the unit, however, they had begun
to recognize the video's specific pro-German
bias. This can be attibuted in part to the very
nature of role-playing activities, that is. being
assigned a specific role with a spec
tional identity. in each written and verbal role-
playing task students had to consider the
particular perspective of the country they
were representing. Their analyses could no
jonger remain at the abstract, country-neutral
level. The students also became more used to
this mode of analysis because, with each sub-
sequent video unit, their ability to assess an au-
thentic text's discursive intent improved. _.:
the last unit of the semester on the economic
situation in the former East Germany after :d..
fication, for example, the students were quick
to note from the juxtaposition of images in the
video that western Germany was portrayed as
the savior of decaying, dilapidated eastern
Germany.
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Not only did the students succeed at un-
covering the symbolic power inherent in the
videos' presentation, but they also viewed the
course and its pedagogy as a positive experi-
ence. This was a concern because, as Schulz
(1996) points out, discrepancies can exist be-
tween student and teacher beliefs regarding
language instrugtion. Based on the end-of-the-
semester course evaluations, that proved not
to be the case with this course; all thirteen
students gave the course the highest rating
possible. Of the eight students who added
written comments to the evaluations, seven
made general comments about how they en-
joyed the course, and one mentioned a mv¢
cific exercise, citing the take-home essay as
being “very helpful” and allowing the students
“to think on our own and try new things.”*

Nevertheless, the students’ initial inability to
register the video's discursive strategy does
raise some important points about imple-
menting an authorizing pedagogy. First of all,
the students’ lack of familiarity with this type
of approach may inhibit their initial analysis.
In many ways, this exemplifies what Swaffar
and Bacon characterize as a research design
not reflecting “dominant learning practices”
(1993, 145). Trained on exercises aimed at as-
sessing only the text's denotative system, stu-
dents are initially unprepared to examine its
connotative system as well. Never having
done such an assessment, students need
some initial guidance if they are to be ex-
pected to systematically deconstruct a foreign
video's cultural message.

Second, students’ initial anxiety about au-
thentic video may iead to the belief that an in-
depth analysis of this text is beyond their
capabilities, even though the tasks call on
cognitive skills independent of their foreign
language proficiency. If, however, students
can begin to reassess what it means to com-
prehend a text so that understanding each
word is no longer so vital, and if they see they
are making real progress with the video, both
linguistically and conceptually, they no
longer will be as hamstrung by their anxiety.

Third, the students’ analysis may reflect the
American perspective from which they view

the video. To their American eyes and minds,
Germany’s preeminent role in Europe may
not need any reinforcing. In such a case, a
video that continually underscores Germany's
leadership role in Europe will not stand out to
students. They merely accept its message and
believe in its objectivity. As Shumway states,
students tend to see what they already know
(1995, 254). The role-playing activities that re-
quire students to adopt roles different from
their own thus take on added importance.
They may not be able to ever truly play the
role of a native speaker, but they can begin to
occupy a “third place,” as characterized by
Kramsch (1993), where they can consider
both their culture and the target culture.
Finally, students may not transfer the skills
learned in this class to future classes, a point
Atkinson (1997) raises in his discussion about
the tranferability of pedagogies. A question
worth investigating is whether students con-
tinue to assess a text's discursive strategies, or
do they merely adapt to a subsequent course’s
existing pedagogy? In short, do they remain
authorized?

Conclusion

The key to the authorizing pedagogy is that
it encourages students to assess video dis-
courses as examples of symbolic power. By
expanding the definition of comprehension
to include discursive intent, the teacher gives
students permission to use strategies that ex-
amine input critically, that increase their lan-
guage proficiency, and that support the
current National Standards. Thus, although
this paper focuses on the application of Bour-
dieu’s discourse model to a pedagogy for
viewing authentic video in a foreign language
class, it can easily be expanded to apply gen-
erally to any authentic material. Examining a
text’s verbal and nonverbal discourse for its
inherent subjectivity, observing the bodily
hexis of its characters to better understand
these people’s relationship to the dominant
power structure, viewing textual information
as a message system that reveals the holders
of the most economic, political, and social
capital within a society are all activities that
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can be implemented when reading a novel,
viewing a commercial, or examining a Web
Site or any other authentic text. My larger goal
in this essay has been to propose that foreign
language pedagogy expand its approach to
teaching input from one of registering lan-
guage use as neutral data to one in which stu-
dents assess the symbolic power of input as
their key to unlocking linguistic capital. Such
an approach gives students a voice with
which they can begin to dismantle what Al-
coff calls “the hierarchical rituals of speaking”
(1995, 110). As teachers, we need to give our
students more than just input; we must also
authorize and grant them agency to interact
with, respond to, and evaluate this input. Only
if so authorized will they be in a position to
understand and use language as discourse.

NOTES

'l am very grateful to Janet Swaffar for her
extremely helpful guidance and editing throughout
this project. | also thank Maria Egbert for her sup-
port during the development of this video teaching
unit and two anonymous Foreign Language Annals
reviewers for their comments on this article.

¢ The framework for distinguishing between the
connotative and denotative system is taken from
Roland Barthes, “Rhetoric of the Image,” in Image,
Music, Text, translated by S. Heath. New York: Hill
and Wang, 1977.

s All translations of the video's transcript are the
author’s.

* Students' lack of familiarity with such a task at
this stage of the semester called for these guiding
phrases. Later in the semester, when students had
become used 1o this type of analysis, they no longer
needed to be provided with phrases to guide their
analysis.

s This exercise was developed in consultation
with Katherine Arens and Janet Swaffar at the
University of Texas at Austin.

Y At the end of the semester, students completed
a standardized course evaluation that is adminis-
tered in all lower-division foreign language classes
at the University of Texas at Austin. In addition to
answering eighteen general questions about the
course and the instructor, students may also add
their own written comments about the course.

Instructors are not able to review the students’
responses untit well into the next semester after
grades have already been turned in. For the ques-
tion that asked students to give the course a raling
from 1 (lowest) to 5 (highest), all students gave the
course a 5.

REFERENCES

Alcoff, Linda M. 1995. “Speaking for Others,” 97-119
in Judith Roof and Robyn Wiegman, eds., Who
Can Speak? Authority and Critical Identity. Bloom-
ington and Indianapolis: Indiana University Press.

Altman, Rick. 1989. The Video Connection. Integrat-
ing Video into Language Teaching. Boston:
Houghton Mifflin.

Atkinson, Dwight. 1997. “A Critical Approach to
Critical Thinking in TESOL.” TESOL Quarterly 31:
7194,

Barthes, Roland. 1977. “Rhetoric of the lmage,” in S.
Heath, trans., Image, Music, Text. New York: Hill
and Wang.

Berman, Russell. 1994. “Global Thinking, Local
Teaching: Departments, Curricula, and Culture.”
ADFL Bulletin 26,1: 7-11.

. 1996. "Reform and Continuity: Graduate
Education Toward Foreign Cultural Literacy.”
ADFL Bulletin 27 3: 4046.

Bourdieu, Pierre. 1994. Language and Symbolic
Power. Gino Raymond and Matthew Addamson,
trans. Cambridge: Harvard University Press.

Cambre, Marjorie A., Martha B. Grant, K. B. Hay,
and Gary B. Mayton. 1992. “Implementation of
Generative Learning Principles in Interactive
Video Using Repurpose Video Materials.” Jour-
nal of Visual Literacy 12,1: 35-56.

Cook, Dayton G., David F. Stout, and Rex C. Daht.
1988. “Using Video to Increase Oral Proficiency:
A Model for Lehrerfortbildung.” Die Unterricht-
spraxis 21: 97-101.

Dahl, Rex C., and Paul F. Luckau. 1985. “Video-
deutsch: A Computer Assisted Approach to Ver-
bal and Nonverbal Cultural Literacy.” Calico
2,4:13-19.

Donahue, Frank E., and Johanna Watzinger. 1990.
Deutsch zusammen. Englewood Cliffs, NJ: Pren-
tice-Hall.

Drew, Dan G., and Stephen D. Reese. 1984. “Chil-
dren’s Learning from a Television Newscast.”
Journalism Quarterly 61: 83-88.

418

FOREIGN LANGUAGE ANNALS—FALL 1998

Hayes, Donald S., and Dana W. Birnbaum. 1980.
“Preschoolers’ Retention for Televised Events: Is
a Picture Worth a Thousand Words.” Develop-
merital Psychology 16: 410416,

Herron, Carol A. 1994. “An Investigation of the Effec-
tiveness of Using an Advance Organizer to Intro-
duce Video in the Foreign Language Classroom.”
The Modern Language Journal 78: 190-198.

Herron, Carol A., Julia E. B. Hanley, and Steven P.
Cole. 1995. “Using Video as an Advance Orga-
nizer to a Written Passage in the FLES Class-
room.” The Modern Language Journal 79:57-66.

Hopper, Paul. 1988. “Discourse Analysis: Grammar
and Critical Theory in the 1980s.” Profession 88:
18-24.

Kern, Richard. 1995. “Redefining the Boundaries
of Foreign Language Literacy.” 61-98 in Claire
Kramsch, ed., Redefining the Boundaries of Lan-
guage Study. Boston: Heinle and Heinle.

Kramsch, Claire. 1993. Context and Culture in Lan-
guage Teaching. Oxtord: Oxford University Press.

Kramsch, Claire, and Thomas Nolden. 1994. "Re-
defining Literacy in a Foreign Language.” Die
Unterrichtspraxis 27: 28-35.

Lightbown, Patsy M. 1992. “Getting Quality Input in
the Second/Foreign Language Classroom.” 187-
197 in Claire Kramsch and Sally McConnell-
Ginet, eds., Text and Context. Cross-Disciplinary
Perspectives on Language Study. Lexington, MA:
D.C. Heath.

Lonergan, Jack. 1984. Video in Language Teaching.
Cambridge, Eng.: Cambridge University Press.
Lutcavage, Charles. 1990. “The Advanced German
Course: A Multidimensional Approach.” Foreign

Language Annals 23: 185-194
1992. "Authentic Video in Intermediate
German.” Die Unterichtspraxis 25: 3340.

Mayer, Richard E., and Valerie K. Sims. 1994. “For
Whom is a Picture Worth a Thousand Words?
Extensions of a Dual-Coding Theory of Multime-
dia Learning.” Journal of Educational Psychol-
ogy 86: 389401.

Meringoff, Laurene Krasney. 1980. “Influence of the
Medium on Children’s Apprehension of Stories.”
Journal of Educational Psychology 72: 240-249.

Motyl-Mudretzkyj, Irene, and Johanna Whiteman.
1995. Deutsche Welle. Aktuelle Fernsehsendun-
gen im ko ikativen Deutsch icht. New
York: Goethe House.

Mueller, Gunther A. 1980. *Visual Contextual Cues
and Listening Comprehension: An Experiment.”
The Modern Language Journal 64: 335-340.

National Standards in Foreign Language Educa-
tion Project. 1996. Standards in Foreign Lan-
guage Learning: Preparing for the 21st Century.
Lawrence, KS: Allen Press.

Otte, George. 1995. “In-Voicing: Beyond the Voice
Debate.” 147-154 in Jane Gallop, ed., Pedagogy.
The Question of Impersonation. Bloomington
and Indianapolis: Indiana University Press.

Peck, Jeffrey. 1992. “Toward a Cultural Hermeneu-
tics of the "Foreign’ Language Classroom: Notes
for a Critical and Political Pedagogy.” ADFL Bul-
letin 23,3: 11-17.

Reese, Stephen D. 1984. “Visual-Verbal Redun-
dancy Efforts on Television News Learning.”
Journal of Broadcasting 28: 79-87.

Rubin, Joan. 1990. “Improving Foreign Language
Listening Comprehension.” 309316 in James E.
Alatis, ed., Linguistics, Language Teaching and
Language Acquisition: The Interdependenice of
Theory, Practice and Research. Washington, DC:
Georgetown University Press.

Schulz, Renate A. 1996. "Focus on Form in the For-
eign Language Classroom: Students’ and Teach-
ers’ Views on Error Correction and the Role of
Grammar.” Foreign Language Annals 29: 343-364.

Secules, Teresa, Carol Herron, and Michael
Tomasello. 1992. “The Effect of Video Context
on Foreign Language Learning.” The Modern
Language Journal 76: 480489.

Shook, David J. 1996. “Foreign Language Literature
and the Beginning Learner-Reader.” Foreign
Language Annals 29: 201-216.

Shumway, Nicholas. 1995. “Searching for Avenoes:
Reflections on Why It Is Desirable and Impossi-
ble to Teach Culture in Foreign Language
Courses.” 251-160 in Claire Kramsch, ed., Re-
defining the Boundaries of Language Study.
Boston: Heinle and Heinle.

Stempleski, Susan, and Barry Tomalin. 1990. Video
in Action. Recipes for Using Video in Language
Teaching. New York: Prentice Hall.

Svensson, Sture E. 1985. “Video, Authenticity, and
Language for Special Purposes Teaching.” For-
eign Language Annals 18: 149-152.

Swalffar, Janet, Katherine Arens, and Heidi Byres.
1991. Reading for Meaning. An Integrated Ap-




FOREIGN LANGUAGE ANNALS—FALL 1998

proach to Language Learning. Englewood Cliffs,
NJ: Prentice-Hall.

Swaffar, Janet, and Susan Bacon. 1993. “Reading
and Listening Comprehension: Perspectives on
Research and Implications for Practice.” 124-
155 in Alice Omaggio Hadley, ed., Research in
Language Learning. Principles, Processes, and
Prospects. Lincolnwood, IL: National Textbook
Company.

Swaffar, Janet, and Andrea Vlatten. 1997. “A Se-
quential Model for Video Viewing in the Foreign
Language Curriculum.” The Modern Language
Joumal 81: 175-188.

Tuffs, Richard, and lan Tudor. 1990. “What the Eye
Doesn't See: Cross-Cultural Problems in the
Comprehension of Video Material.” RELC Jour-
nal 21.2: 2944,

VanPatten, Bill. 1993. “Grammar Teaching for the
Acquisition-Rich Classroom.” Foreign Language
Annals 26: 435-450.

VanPatten, Bill, and Theresa Cadierno. 1993.
“Input Processing and Second Language Acqui-
sition: A Role for Instruction.” The Modern Lan-
guage Journal 77: 45-57.

von Hoene, Linda M. 1995. “Subjects-in-Process:
Revisioning TA Development Through Psycho-
analytic, Feminist, and Postcolonial Theory.”
39-57 in Claire Kramsch, ed., Redefining the
Boundaries of Language Study. Boston: Heinle
and Heinle.

Wildner-Bassett, Mary E. 1990. “A Video Visit to the
Land of Them: Commercials and Culture in the
Classroom.” Die Unterrichtspraxis 23: 5460.

FOREIGN LANGUAGE ANNALS—FALL 1998

APPENDIX A

Syllabus for Video Unit “Die Europiische Union (EU)”

Day |

In class: WWW project and discussion of EU

Homework: consider implications of EU for various countries

Day2

In class: 1st viewing of video and Exercise 1

Homework: viewing of video; all exercises in Exercise 1

Day3

In class: Exercises 2-4

Homework: compose summary (Exercise 5) and prepare verbal summary

Day 4

In class: verbal summary (Exercise 6)

Homework: Exercise 7 (rewrite sentences from different perspective); prepare for role-play

debate (Exercise 8)

Day5

In class: debate; begin draft of essay (Exercise 9)

Homework: continue working on essay
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APPENDIX B

Exercises to Accompany the Viewing of the Video
“The German Role in the EU”

Exercise 1

Szenen zuordnen
a. Ordnen Sie die folgenden Szenen vom Video richtig zu:

Fahne der EU
)|||. BundesauBenmininster Klaus Kinkel
____Drogen
____einige Manner draufen in der Kalte
____groRRe Feier beim Reichstag
____ein Bach
_____ die Polizeiwache
____imBiro
____grofRe Fabrik
____viele Leute in einer Schlange

b. Welche Szenen kommen gleich vor- oder nacheinander? Ordnen Sie in Paaren zu!
(Beispiel: groBe Fabrik // ein Bach)

¢. Was passiert, wenn man sich solche Szenen gleich nacheinander m_m_:.,v << s rufen
wm_n:m Paarungen hervor? (Beispiel: grofe Fabrik : ein Bach = umweltfeindlich :
umweltfreundlich)
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Exercise 2

Personen charakterisieren

a. Notieren Sie die verschiedenen Arten von Leuten, die im Video vorkommen. Machen
Sie eine Liste!

- Arbeitskollegen

— arme Méanner

b. Suchen Sie sich einige gegeniibergestellte Szenen und charakterisieren Sie die
Personen in den Szenen mit Ausdriicken wie folgendes:

schon gekleidet ... schlecht gekleidet ... aufrechte Haltung ...

schiaffe Haltung ... bleiches Gesicht ... gesundes Gesicht

— einige Manner drauBen in der Kalte : Kollegen im Biiro ::

- Drogenhandler : Polizisten ::

- viele Leute in einer Schlange : Bundesauenmininster Kinkel ::
c. Fiigen Sie jetzt einige Adjektive hinzu, die beschreiben, wie die physischen
Eigenschaften der Figuren im Video auf ihre Beziehung zur Geselischaft hindeuten.

(Beispiel: eine aufrechte Haltung = selbstbewuf3t)
nervos ... verzweifelt .. ruhig ... selbstbewut ... angstlich ... unsicher




FOREIGN LANGUAGE ANNALS—FALL 1998

Exercise 3

Aussagen und Szenen paaren
Sehen Sie sich das Video an und paaren Sie die Aussagen und die Szenen!

Szene

Fahne der EU

groRe Feier beim Reichstag in Berlin
einige Manner draufen in der Kalte
Arbeitskollegen im Biiro

grofRe Fabrik

Drogen

viele Leute in einer Schlange
Bundesaufienmininster Kinkel

das Eurokorps

Aussage
“Europas schlimme Krankheit”
“Europa unter deutscher Fithrung”

“Kinkels Problem bleibt die Ost-West
Wanderung”

“der groRe Umweltfeind Kohlendioxi

“Frankreich, Deutschland und Belgien
haben Einheiten bereit gestellt”

“Es kann nicht richtig sein, daR eben wir
in der Bundesrepublik mehr als doppelt
so viele . . . Flichtlinge aufgenommen
haben”

“Deutschland drangt darauf, die Arbeit
flexibiler zu organisieren, unter anderen
durch mehr Teilzeitstellen”

Musik von Beethoven
“Wegen des Drogenschmuggels ist bereits

eine europiische Polizeieinheit gegriin-
det worden”
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Exercise 4

Was sagt das Video?

la) Deutschland nur noch von Freunden
umgeben

2a) Fast 20 Millionen sind europaweit ohne

Beschaftigung.

3a) Nur die zustandigen Minister wollen
dartiber reden

4a) Wegen des Drogenschmuggels ist
bereits eine deutsche Polizeieinheit
gegrindet worden.

5a) Am ersten Januar 1995 werden aus
zwolf EU-Mitgliedstaaten sechzehn.

6a) Es kann ja richtig sein, daR eben wir in
der Bundesrepublik mehr als doppelit
so viel wie alle anderen europaischen
Lander, beispielsweise aus der friheren
Jugoslawien, Fiichtlinge aufgenommen
habenin

7a) Das Eurokorps: Frankreich,
Deutschland und Belgien haben
Einheiten bereit gestellt.

8a) Woh! am leichtesten dirfte der Weg zu
einer wirklichen Wahrungsunion sein

b) Deutschland nur noch von Feinden
umgeben

b) Fast 2 Millionen sind europaweit ohne
Beschaftigung.

b) Nicht nur die zustandigen Minister
wollen dariiber reden

b) Wegen des Drogenschmuggels ist
bereits eine europiische Polizeieinheit

gegriindet worden.

b) Am ersten Januar 1995 werden aus
zwéif EU-Mitgliedstaaten fiinfzehn.

b) Es kann nicht richtig sein, daf eben wir
in der Bundesrepublik mehr als doppelt
so viel wie alle anderen européischen
Lander, beispielsweise aus der friheren
Jugoslawien, Flichtlinge aufgenommen
haben

b) Das Eurokorps: Frankreich,
Deutschland und Spanien haben
Einheiten bereit gestellt.

b) Wohl am steinigsten diirfte der Weg zu
einer wirklichen Wihrungsunion sein




Ubung:
Sehen Sie Sie die Wortschatzliste un
men. Behalten Sie die Perspektive un:
benutzen Sie mindestens 5 Worter o
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Europa unter deutscher Fihrung

wiedervereinigt

von Freunden umgeben
Das Weibuch fiir Wachstum,
Wettbewerb und Beschiftigung

s Etappenziel, €

Arbeitslosigkeit bekampfen
e Arbeitslosigkeit
ohne Beschaftigung
drangen auf (+acc.)
e Teilzeitstelle, -n
Hemmnisse beseitigen
Umweltschutz (m.) férdern

besteuern

e Steuer, -n

Kohlendioxid (CO)
Verbrechen bekampfen

r Drogenschmuggel (sg. only)

Geldwascher, -

fest*nehmen
AuRen- und Sicherheitspolitik

r Partnerschaftvertrag, -"e
einen Vertrag unterschreiben
r Fliichtling, €
Flichtlinge auf*nehmen

e Wahrungsunion
steinig (ein steiniger Weg)
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d das Transkript an und fassen Sie das Video zusam-
d den Ton des Videos. In Ihrer Zusammenfassung
der Ausdriicke von dieser Liste.

Europe under German
leadership
reunified
surrounded by friends
the manual for growth,
competition, and
employment
a particular goal to be
achieved in stages
to combat employment
unemployment
without work, unemployed
to insist upon
part-time job
to overcome obstacles
to foster environmental
protection
to tax
the tax
carbon dioxide
to fight crimes
drug smuggling
money launderer
to arrest, take into custody
foreign and national secutity
policy
partnership treaty
to sign a treaty
refugee
to admit, receive refugees
currency union
rocky (a rocky path, road)
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Exercise 6

Mit Ihrem Partner fassen Sie die folgenden Szenen aus dem Video zusammen.

Beschreibung aus nw-.‘—»a:%wr»?a des Videos B

_— - >\J)1\ o

Thema

A : 1

Arbeitslosigkeit

Umweltschmutz

Wahrungsunion

Eurokorps
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Exercise 7

Schreiben Sie diese Satze um, aber aus der Perspektive der in Klammern stehenden
Person.

“Europas schlimme Krankheit” (ein Arbeitsloser in Deutschland)
“Eine CO Energiesteuer wire sein Traum, doch andere Lander haben andere Ziele." (der
Umweltminister eines anderen EU-Mitgliedstaates)

“Wegen des Drogenschmuggels ist bereits eine européische Polizeieinheit gegriindet wor-
den” (ein deutscher LKW-Fahrer, der oft in verschiedene europaische Lander fahrt)

“Deutschland muR die Aufnahme Osterreichs, Norwegens, Finnlands und Schwedens
vorbereiten.” (Ein Minister in einem anderen EU-Mitgliedstaat)

“Au3enminister Kinkels Problem bleibt jedoch die Ost-West Wanderung.” (ein
Fliichtling)

“Es kann nicht richtig sein, daB eben wir in der Bundesrepublik mehr als doppelt so viel
wie alle anderen europiischen Lander, beispielsweise aus der friiheren Jugoslawien,
Fliichtlinge aufgenommen haben.” (der AuBenminister eines anderen EU-Mitgliedstaates)

!

H
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Exercise 8

Rollenspiel - Debatte:

Was wiirden diese Personen zu den folgenden Themen sagen? Mit 2 Partnern suchen Sie
sich eine Person aus und notieren Sie sich Ihre Meinung. Bereiten Sie sich auf eine Debatte
mit [hren anderen Klassenkollegen.

a. ein Fliichtling aus der friiheren Jugoslawien

b. ein/e Besitzer/in eines kleinen Ladens in Deutschland
c. ein/e Firmenchef/in einer groen multinationalen Firma
d. ein Freund der Umwelt

e. ein Arbeitslose/r in Deutschland

f. ein Drogenschmuggler

Arbeitslosigkeit

Umweltschmutz

Drogenschmuggel

Wahrungsunion

Eurokorps
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Exercise 9

Aufsatzthema

Schreiben Sie einen Aufsatz {iber das folgende Thema:

Suchen Sie sich eine Person aus, und beschreiben Sie aus der Perspektive dieser
Person, was Sie von der EU halten. Welche Rolle spielt die EU in Threm Leben? Sind Sie far
die EU, dagegen oder unentschieden (= undecided)? Warum? Welche Vorteile hat die EU
fiir Sie und lhr Leben, und welche Nachteile? Warum? Sind Sie wegen der EU optimistisch
oder skeptisch der Zukunft gegeniiber? Warum?

Fir diesen Aufsatz miissen Sie mindestens 10 Worter oder Ausdriicke von der
Wortschatzliste benutzen.

Role Reversal: The Problems of a Spanish-
Speaking Anglo Teaching Spanish to English
Dominant Puerto Rican Children

Eileen N Ariza
Florida Atlantic University

ABSTRACT This article describes the unique situation of an Anglo, Spanish-speaking teacher
who is assigned to teach Spanish to a group of non-Spanish-speaking youngsters of Fuerto Rican
descent. The irony is that the children have been raised in the dominant Anglo culture of the main-
land United States and are in Puento Rico against their wishes. Broken families and relocations
have caused tremendous strife and have hindered the children’s acceptance of the culture and
Spanish language. Successful strategies that overcame the socio- and psycho-linguistic barriers
are listed as the teacher describes how she created a non-threatening learning environment.

As a native English-speaking woman fluent in
Spanish, | needed to teach Spanish to qualify
for certification as a bilingual/Spanish teacher.
Since | was already certified and experienced
as an elementary school teacher, all | needed
to do was to teach Spanish in a school within
the jurisdiction of the United States to qualify
for my new status. | found the perfect solution
in a K-12 bilingual school in Mayaguez, Puerto
Rico. What | had not counted on was the mag-
nitude of socio- and psychorlinguistic issues 1
would encounter in the ensuing process.

I had begun to learn Spanish in Mexico at
the late age of 31. After studying at the Univer-
sidad Nacional Autonoma de Mexico, | pro-
ceeded to make up for lost time and spent the
next few years living, studying or traveling in
Mexico, Spain, Costa Rica, Colombia, Guate-
mala, Venezuela, and Ecuador. While experi-
encing the distinctions and diversity of each
country, | was also becoming enamored of
the cultures.

Along with the fascination that these coun-
tries held for me, | also experienced the un-
pleasant phenomenon called “culture shock”
(Brown 1987; Levine and Adelman 1982) and

Eileen N. Ariza (Ed.D.) is Assistant Professor of TESOL,
College of Education, Florida Atlantic University, Davie,
FL and a Harvard Teaching Fellow at Harvard University
in Cambridge, MA

endured the challenges of learning a foreign
language. As an adult language learner, | knew
| would be competent in utilizing linguistic
strategies to transfer previous knowledge and
linguistic concepts from my first language to
my new second language (Collier 1987; Cum-
mins 1980, 1981b). Children may acquire lan-
guage more naturally than adults, but they
have not yet developed enough basic knowl-
edge of language learning strategies in their
native language that they could convert to
learning their second language (Cummins
1980). Consequently, | learned to have great
empathy for students learning a new language.

L arrived at my destination with great enthu-
siasm and plans for teaching Spanish. | was as-
signed to a group of students with varying
attitudes of fear, resentment, anxiety, lack of
comprehension, and blatant antagonism to-
ward learning Spanish.

Who were these students and what was
causing these negative reactions? Since the
school was K-12, the 10 children who were as-
signed to me ranged from kindergarten
through grade 11. The younger students were
typically from the mainland United States, had
one parent who was Puerto Rican and the
other Anglo, and grew up with no direct inter-
action with the Puerto Rican culture. They
were monolingual English-speaking; their par-
ents had never spoken Spanish to the children
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