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I n  T h i s  I s s u e

The use of the native language (L1) in the 
foreign language classroom is an obvi-
ous issue for teachers. We need to decide 

whether to teach entirely in the target language 
or to incorporate some L1 and under what cir-
cumstances, but an initial reaction to the ques-
tion might seem fairly unproblematic. However, 
if we reflect upon various approaches to language 
teaching, we can note that this seemingly basic 
topic is at the heart of specific philosophies of 
language acquisition, and consequently, peda-
gogical methods. We have only to look at a few 
of the most influential approaches to note the 
ramifications of the L1 issue. Perhaps more than 
any other approach, traditional grammar-transla-
tion-based methods make the most active and 
systematic use of the L1 in most of the lan-
guage activities involved. Teachers may use both 
languages in spoken 
work, but generally 
the L1 predominates, 
particularly for gram-
mar explanations. They 
may be fairly lenient in 
terms of their students’ 
oral communication 
in the target language. 
Written work tends to 
focus on translation 
both from the L1 into 
the L2 and vice versa. Accurate understanding 
of the L2 structure and vocabulary is considered 
more important than actual L2 production. 

At the other end of the spectrum, induc-
tive methods, and particularly direct method 
approaches, may exclude the L1 completely from 
the curriculum. Textbooks explain grammar and 
give instructions in the target language. All class-
room work is done using only the L2, with the 
teacher using the L2 for all communication, rely-
ing on cognates and gestures for presentations and 
explanations in the early phases of instruction. 

Other approaches to language teaching tend to 
fall in the middle of these two positions. The 
communicative method is perhaps currently the 
most popular. Here the L1 tends to be used out-
side the classroom and in the textbook for 

practical aspects of language teaching-grammar 
explanations, instructions, and cultural informa-
tion-particularly in the early phases of teaching. 
The classroom is reserved for almost exclusive 
use of the target language and tends to be highly 
interactive in terms of communicative activities. 
This very cursory overview of positions on the 
use of L1 according to three important pedagogi-
cal approaches indicates just how complex the 
issue can be. 

From a research perspective, the question of 
L1 use becomes even more complex, since each 
skill area has its own set of issues. Work has 
been done on code-switching, examining the cir-
cumstances and conditions under which foreign 
language learners will shift from the L1 to the 
L2, or vice versa (Anton & Di Camilla 1998; 
Hancock 1997; Nichols & Colon 2000). Other 

researchers have 
looked into the extent 
to which learners call 
upon the L1 when 
reading L2 texts (Kern 
1994; Lee & Schallert 
1997; Upton & Lee 
forthcoming). Exten-
sive work has also been 
done on L1 influ-
ences on L2 writing 
(Kobayashi & Rinnert 

1992; Lally 2000; Thorson 2000). L1 and L2 
research becomes even more complicated when it 
is broken down by specific languages; that is, the 
conclusions reached for one language many not 
necessarily be applicable to other language 
families. For instance, work done in Spanish, 
French, or Italian may have little relevance for 
Chinese or Korean. In addition, research is 
very often level sensitive. Conclusions reached 
regarding the use of L1 for reading during the 
first year of study may no longer apply to the 
reading strategies used by second-year students.

The above discussion helps to contextualize some 
of the issues at stake when the Language Coordi-
nators here at Berkeley were asked the question, 
“Do you use the L1 in your teaching and under 
what circumstances?” At first blush the answer 
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seemed simple and straightforward. 
However, the subsequent discussion 
of the issue during our monthly coor-
dinators’ meeting brought out the 
complexity of this fundamental ques-
tion. Although all coordinators felt 
that the predominant, and in some 
cases almost exclusive, use of the target 
language was optimal, it was clear that 
the L1 had its place in our respective 
approaches as well. In the course of 
our conversation, we found that the 
use of the L1 defined itself along three 
specific lines: the pragmatic use of 
L1, the didactic use of L1 in terms of 
contrastive linguistics and rhetoric, and 
the cultural use of L1 as motivator for 
language study.

Practical issues were by far the most 
common reasons given for the use of 
L1 in the teaching of foreign language. 
For many of the Romance languages, 
the target language could potentially be 
used for all activities and student work. 
This has traditionally been 
the case in the French 
program, where, until 
recently, even the begin-
ning-level textbook was 
written entirely in French. 
Marketing concerns, how-
ever, have led American 
foreign language textbook 
publishers to include some 
English. In the newly 
adopted French textbook, for example, 
all grammar explanations and, early on 
in the program, directions and cultural 
information are handled in English. 
With the trend toward more commu-
nicative approaches, there simply aren’t 
any American textbooks currently on 
the market that use the L2 exclusively. 
Although the L2 is used exclusively in 
the classroom, the French, German, 
and Spanish Departments feel that L1 
in textbooks communicates a subtle 
message to students that the L1 is the 
language to be used for “real work” and 
that if they are stuck they can resort to 
English. All three programs have expe-
rience with students who, when abso-
lutely forced to use the target language 
for all communication, will ultimately 
do so in inventive ways and will in the 
long run make more progress than if 
they are allowed to use English when 
seemingly unable to communicate their 
messages in the L2. For the Romance 

languages and German, moreover, there 
is the idea that insistence on the target 
language encourages students to learn 
to circumlocute, an invaluable skill to 
have when in an authentic L2 use situ-
ation, such as study or work abroad 
where the “crutch” of the L1 is simply 
not an option. Finally, an all L2 policy, 
even in the textbook, makes the tran-
sition to intermediate and advanced 
levels far smoother. In second-year and 
third-year curricula, finer points of the 
language may very well be discussed 
and reviewed only in the L2. If 
students are unfamiliar with the gram-
matical terms or the vocabulary of the 
discussion, they can find themselves 
stumbling to understand the subtleties 
of the language. This is not the case 
if they have been exposed to the terms 
from the beginning. 

The insistence on the target language as 
the exclusive medium of communica-
tion is clearly most feasible and appro-

priate to languages that share structural 
similarities and a large number of cog-
nates with the L1. Cognates, angli-
cisms, gestures, and radically simplified 
syntax make it possible to convey mate-
rial effectively to beginners. As learners 
progress, the language use becomes 
increasingly authentic and sophisti-
cated, with deformations of the lan-
guage gradually dropping out. How-
ever, the use of inauthentic language 
to communicate in the L2 raises other 
issues. From the practical point of view, 
time is a crucial factor for the presenta-
tion of material. From the philosophi-
cal point of view, some coordinators 
question the teacher’s use of inauthen-
tic and somewhat incorrect language 
even at the early stages of learning. 

Languages that differ radically from 
English present particular challenges to 
the exclusive use of the L2. The struc-
ture of Korean, for example, is very dif-
ferent from that of English, and there 

are basically no cognates with English. 
Some use of the L1 is therefore neces-
sary for teaching Korean to speakers 
of English. Yet, upon reflecting on 
the issue, Kay Richards and Clare You 
both agreed that it would be possible 
to teach entirely in Korean from the 
beginning levels using very simpli-
fied language and gestures. The issue 
is time, however. In order to cover a 
reasonable amount of material in an 
efficient manner, some English needs 
to be used in the classroom, particu-
larly at the beginning and generally for 
practical aspects of teaching. This posi-
tion was echoed by the Russian depart-
ment. In order to teach grammar or 
vocabulary inductively and entirely 
in the L2, instructors simply need to 
spend more time on the presentation, 
getting at the concept or the meaning 
in a roundabout way and using many 
examples to illustrate correct usage. 
But even for the Romance languages, 
time can be a factor in the decision to 

use English. Certainly this is 
the case for Italian, where an 
already packed curriculum 
can be made more efficient 
with a brief explanation in 
the L1 inserted from time 
to time.

The Russian Department 
voiced additional concerns 
in terms of the use of 

authentic language. Although a certain 
simplification of language and vocabu-
lary is to be expected at the beginning 
levels of instruction, for some depart-
ments there is a decided hesitancy to 
expose students to an L2 so basic that 
it departs significantly from standard 
usages and syntax. Whereas 
students must use simple structures 
and a rudimentary vocabulary at the 
beginning, teachers should be expected 
to set the standards in terms of the 
kind of expression aimed for as stu-
dents continue their studies. Moreover, 
some coordinators felt that exposing 
students to authentic language ulti-
mately helped them adapt more readily 
to native speaker speech in authentic 
contexts where they must be able to 
keep up with the flow of conversation 
and learn to negotiate meaning. This 
position was reiterated by the Korean 
coordinators. Although use of a some-
what deformed language is less problem-

 Although all coordinators felt that . . . 
use of the target language was optimal, 
it was clear that the L1 had its place in 

our respective approaches as well.
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atic for the Romance languages (prob-
ably because they face challenges differ-
ent from those of other language families 
which allow them to move toward 
authentic language quickly and to bring 
their students up to speed fairly rapidly) 
no one felt that an overly simplified use 
of the L2 should go on for long.

The second way in which the L1 was 
used for the teaching of some lan-
guages was as a tool for contrasting 
linguistic and rhetorical concepts in 
the L1 and L2. A simple example of 
where English can serve to clarify dif-
ferences and encourage students to 
attend to specific L2 structures would 
be the use of depuis in French. The 
expression, which is loosely translated 
as for, as in “I have been waiting for 
two hours,” uses the present tense; 
English uses the present perfect pro-
gressive. The same sentence in French, 
“J’attends depuis deux heures,” can trip 
students up if they do not notice the 
difference between the two languages. 
Although the explanation can 
be handled in French with 
reference to the English also 
done in French, other lan-
guages very well might require 
an elaborate explanation of a 
complex linguistic concept in 
the L1. Certainly this is the 
case in languages such as Swa-
hili, where morphology handles many 
of the meaning relationships handled 
by syntax in English. Russian also, 
with its complex verbal aspect system 
(e.g., there can be two different verbs 
for perfective and imperfective uses), 
can at times necessitate an explanation 
in the L1. Having access to a Russian 
explanation alone can result in persis-
tent and unnecessary confusion on the 
part of the student. 

The final category coordinators dis-
cussed as fruitful for the use of the L1 
in the early stages of language learning 
was for the presentation of cultural 
material. Many communicatively-based 
textbooks now incorporate cultural 
information and commentaries in the 
L1 for students to read at home. Such 
presentations serve two basic functions: 
to increase students’ cultural aware-
ness and to increase their motivation 
for learning the language. For the 
Romance languages or German, for 

instance, such material may be dis-
cussed further in the classroom using 
the target language. Since students have 
already read the material at home in 
English, they are able to understand 
more complex further discussion of a 
cultural topic in the target language 
than they would had they not first been 
exposed to the information in the L1. 

For languages not sharing as many 
common elements with English, such as 
Swahili or Korean, the presentation of 
some cultural material needs to be done 
in the L1. Some of this material is in 
fact crucial for understanding the lan-
guage itself. For example, in Swahili a 
typical greeting more or less equivalent 
to the English “hello” translates literally 
as “I have no issues.” The response is 
“I have no issues either.” A discussion 
in English of this simple greeting is 
important for students to understand 
simply for their language acquisition. In 
addition, a discussion of the greeting 
clearly takes students into the realm 

of increased cultural understanding. 
Understanding the origins of the greet-
ing and its ramifications can help sen-
sitize students to cultural difference 
and enhance their appreciation of those 
differences. For all language coordina-
tors, the cultural issues were of primary 
importance, whether presented in the 
L1 or the L2, and were seen as crucial 
for motivating students to continue on 
in their language studies. 

The discussion of the L1 issue during 
the Language Coordinators’ meeting 
proved to be very informative and 
enlightening, taking us in directions 
that we had not imagined when we first 
reflected upon this question. Whereas 
our initial tendency was simply to 
answer, “Yes, we use some English,” or 
“No, we don’t use any English,” our 
discussions of this important topic took 
us into many areas of language acquisi-
tion. Certainly the pragmatic issues of 
L1 or L2 use are crucial for well-run 
language programs. The cultural and 

contrastive linguistic issues provide us 
rich terrain for further reflection and 
research.

What follows are the various commen-
taries made by the Language Coordina-
tors on the use of L1 in their own 
programs: 

French
Although we use French as the lan-
guage of communication in all of 
our courses, from the very first day 
on, we nevertheless do use English 
in particular contexts. As mentioned 
above, the textbook provides grammar 
explanations as well as some of the 
cultural information in English. We 
also require students to use English 
when they write up reports on their 
independent reading. (Twice each 
semester, first-year French students 
choose a lengthy French text of interest 
from our Department library or else-
where and write a summary, followed 
by a detailed analysis of their reading 

process.) We request that 
these papers be written in 
English so we can better 
assess the extent to which 
students have understood 
their reading, and because 
most first-year students 
do not have the linguistic 

wherewithal to write about their read-
ing process in the L2. Finally, on exams, 
we generally give students the option of 
responding in English on listening com-
prehension and reading comprehension 
items. Here we are interested in seeing 
how well students understand what they 
have heard or read, not how accurately 
they can write in French (the rest of the 
exam tests that!).

German
My priority is to set the use of German 
as the precedent-the standard for all 
operations-from the beginning and 
stick to it. We need to give students 
the expectation that they can func-
tion in German-if only receptively 
in the very beginning-for almost any 
type of activity, including grammar 
explanations, instructions for home-
work assignments, etc. I encourage the 
graduate student instructors (GSIs) to 
communicate more complex ideas and 
instructions by using cognates wherever 

Practical issues were by far the most 
common reasons given for the use of 

L1 in the teaching of foreign language.
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possible, strategic use of visual media 
(including the good ol’ chalkboard), 
modeling/miming task procedures, 
and, only as a last resort, throwing in 
an occasional English gloss of a single 
key word as they speak. They are sup-
posed to avoid using English for entire 
sentences and, especially, for full 
grammar point explanations. We don’t 
want our students to get the impres-
sion that one needs to resort to English 
for the “hard” or “important” topics, 
because it isn’t necessary, and it can 
lead to complacency about the need to 
stretch one’s comprehension skills (I’ve 
seen evidence of this at other institu-
tions where I’ve taught). The only 
exception is discussion of the course 
syllabus at the end of the first day in 
German 1.

With regard to student production, 
we push students to pose their ques-
tions in German, with teacher 
help, if necessary. On the 
other hand, for certain types 
of activities in which we want 
to generate student input for 
which they may not have the 
necessary vocabulary, we may 
let them know that English 
contributions are also accept-
able for the moment. This 
might apply to certain types 
of brainstorming activities, 
in which a new topic (and thus new 
vocabulary) is being introduced. In 
that case, the teacher will be introduc-
ing the German equivalents to the class 
as they arise.

Russian
We try to conduct our classes almost 
entirely in Russian, but without 
making a fetish of it. I introduced 
this change when I first came, with 
total support from the graduate stu-
dent instructors. That semester we all 
observed that the students who had 
studied under the old system, when 
more English was used, were much 
less willing than the new ones to use 
context and guessing to understand 
the teacher or circumlocution to make 
themselves understood. We were highly 
gratified to see some of the new stu-
dents making jokes and using the 
language creatively after only a few 
weeks of hearing Russian, especially 
since we had not been absolutely cer-

tain that we could pull this off with 
a Slavic language. The task was made 
easier by the adoption of new, more 
communicative-type textbooks in 
Slavic 1-4. The grammar explanations 
and culture notes in the textbooks are 
all in English, however, which makes it 
possible to talk about them in Russian 
in class. We also feel that an occasional 
piatiminutka (five-minute period) in 
English about an interesting linguistic 
or cultural topic can engage the students 
intellectually and make them more 
reflexive, and often more enthusiastic, 
about the language they are learning. 

Italian
In my opinion, the limited use of Eng-
lish is appropriate in the foreign lan-
guage classroom, since it may serve 
to “orient” students to what is being 
said in the foreign language without 

disrupting the flow of that target lan-
guage. I do think the use should be 
very brief, extending only to a few 
explanatory words or phrases. Other-
wise, the minds of the students begin 
to switch back to English, and the 
switch back into target language is dis-
orienting. Using English is useful, then, 
as long as it is carefully controlled. 
In general, however, I try to stay in 
Italian as much as possible in order 
to immerse the students in it, since 
I think this is the best way for their 
brains to switch over into the target 
language. 

While I believe that the language of 
instruction should predominate, I don’t 
think English should be excluded alto-
gether. We cover a lot of material each 
week, and I find that sometimes it is 
more pragmatic to give very briefly-in 
English-a translation or grammatical 
explanation, than to make the students 
deduce the meaning or structure by 
giving numerous examples. Repetition 

and deduction are important parts of 
my teaching method, but I use them 
for the major points of a lesson. The 
finer points have to be dealt with more 
economically, and that sometimes 
means the use of English. If the 
majority of the class does not under-
stand a grammar point as described in 
the text, it makes no sense to ask those 
students to see me during office hours 
when their difficulty could easily be 
dispensed with in class by an explana-
tion in English. That said, over the 
course of the semester I use English 
less and less.

At the elementary level some L1 is 
needed to convey in the quickest 
possible time grammatical and 
vocabulary information to speed up 
the learning process. However, this 
needs to be kept at a minimum, and 
it’s better to use L2 even for class 

announcements so that stu-
dents understand that the 
teacher takes L2 use seri-
ously, not reverting to L1 
for something “important.” 
While students should be 
encouraged to ask ques-
tions in L2, I don’t want to 
discourage questions and so 
permit some use of L1 on 
the part of the students.

Korean
The Italian position on the use of L1 
parallels what we in Korean do.

1. The use of L1 in the Korean (L2) 
language courses is generally limited 
to the grammar explanations and the 
instructions for the students’ tasks to 
be performed. This is partly because of 
the differences in the structure, sound, 
and writing system of Korean. 

2. When communication breaks down 
in the classroom and the sense of frus-
tration on the part of students is per-
ceived, the use of L1 is adopted. 

3. Cultural differences add a dimen-
sion that needs some explanation and 
clarification. This can be best accom-
plished by the use of L1. 

4. In any case, the use of L1 is kept to 
a minimum; it isn’t used regularly. 

For languages not sharing as many 
common elements with English, 
such as Swahili or Korean, the 

presentation of some cultural material 
needs to be done in the L1.
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BLC outreachN o t e s  f r o m  t h e  A s s o c i a t e  D i r e c t o r
New BLC Computer Lab

I am pleased to report to the Berkeley foreign language teaching community that, effective the summer of 2002, the computer 
lab in B-21 Dwinelle will be returned to the BLC, thereby increasing our total number of computer lab seats to 60.

For the past eight years B-21 has been operated by Workstation Support Services (WSS), a division of Information Systems 
and Technology (IS&T). In 1994, as part of the University’s endeavor to create more computer labs on campus, two BLC 
rooms were turned over to WSS for management: Dwinelle B-3 would become a general access lab, and Dwinelle B-21 
would be dedicated to foreign language applications. WSS provided the infrastructure upgrades and equipped the rooms 
with computers, while the BLC paid for the student monitors for B-21. It should also be noted that B-21 was installed with 
Macintosh computers, at the time the only platform that supported multilingual computing. 

This arrangement worked well at first–the BLC had limited technical expertise and fewer funds to support a computer lab. 
The room was used heavily by many different languages for a variety of functions: tutorial software in Hebrew, Korean, Japa-
nese, and Chinese; MOO (Multi-user domain Object Oriented) communications in French; peer writing software in Span-
ish and French. Because of the heavy demand for the room and the commitment to foreign languages, WSS established a 
policy whereby foreign language classes would register for use of the room and only students in registered classes were given 
access. This highly restrictive policy worked well to preserve B-21 as a foreign language facility.

Over the past few years the landscape changed. In 1997 the BLC equipped a 29-station computer lab in 135 Dwinelle. This 
lab was partially funded by the Department of East Asian Languages and Cultures and initially was used mostly by students 
in Chinese. After WSS stopped supporting the Daedalus Interchange peer writing program, Spanish composition classes 
began using 135 Dwinelle as well. Finally, with the release of the Windows 2000 operating system, the Wintel PC achieved 
the multilingual computing capabilities of the Macintosh. We have seen many more languages using the 135 lab, includ-
ing Arabic, Hebrew, Russian, and Japanese, as well as Danish, German, Spanish, French, and Chinese. We employ an open 
access policy 135 Dwinelle: While all students are welcome to use the lab, students working on foreign language assignments 
have priority, and only foreign-language-related materials may be printed. This policy ensures that the room is 75% or more 
full during most of the 60 hours a week it is open. At the same time B-21 usage has dropped to near zero, as most classes no 
longer use the facility and only students from registered classes are allowed access. 

Under these circumstances the BLC and WSS decided that the needs of teachers and students of foreign languages would 
be better served if the BLC were to take control of B-21, effective this summer. During the summer we will be installing 
new computers, projection, and any other equipment deemed appropriate. One possible course of action is to install PCs 
and make one of our PC labs for drop-in only, while the other would be a drop-in lab when not reserved by a class. I 
encourage language instructors with an interest in this room to inform me of their desires regarding the computer platform, 
other equipment needed in the room, and room configuration. 

by Mark Kaiser

Use of L1 cont
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by Sonia S’hiri, Lecturer and 
Arabic Language Program 

Coordinator, Department of 
Near Eastern Studies

The Arabic program at Berkeley has 
experienced a steady increase in enroll-
ments over the last few years, that is, 
well before all the international atten-
tion that this language has received in 
the last few months. Arabic is currently 
taught at the elementary (3 sections), 
intermediate (2 sections), and advanced 
(1 section) levels. Other courses listed 
under Arabic, where instruction is 
also carried out in this language, com-
prise the study of literary, geographical 
and historical, and religious texts, for 
instance.

Based on the high retention levels the 
Arabic program witnessed in the year 
2000-2001 and the present enrollment 
numbers, the department is planning to 
increase the number of sections to be 
offered next year. Because the program 
is now operating at full capacity, if, as 
is being predicted, the current inter-
national situation does actually trans-
late into a drastically higher demand 
for learning Arabic, our Arabic program 
will need supplementary resources to 
meet this challenge. 

Having moved away from teaching 
methods that until recently treated 
Arabic as a dead language, the program 
at Berkeley focuses on offering the 
Arabic language as a medium of com-
munication with its 250 million native 
speakers. It thus underscores the impor-
tance of teaching this language with a 
view to fostering a better understanding 
of the rich, diverse, and long-standing 
Arab and Islamic cultures that nurture it. 

The variety of the language that is 
taught at Berkeley is the standard one. 
The students are prepared to achieve a 
proficiency in the language comparable 
to that of educated native speakers. 
Starting next fall the program will also 
offer an Arabic dialect that will change 
yearly depending on the instructor. The 
instructor will have (near-) native profi-
ciency in that dialect.

I am consciously using the word “stan-
dard” here in referring to the Arabic 
that we teach to avoid a commonly 
applied misnomer–Classical Arabic–
that is both misleading and confus-
ing. The standard variety of Arabic 
is known in Arabic as fusha, i.e., the 
eloquent, clear language. It is a form 
of the language that has continued to 
evolve and serve the purposes of its 
users until today, long after it ceased to 
be the lingua franca of one of the most 
ethnically and culturally diverse as 
well as one of the largest geographical 
expanses on Earth. Its fate is different 
from that of Latin and even Classical 
Greek. Arabic remains too important 
for maintaining the connection with 
the written Arab-Islamic cultural heri-
tage and serving as the lingua franca of 
the Arab world today for it to die out. 
In fact Standard Arabic is witnessing 
an unprecedented revival these days, 
nurtured by, among other things, the 
development of modern communica-
tion technologies. 

It is important to point out, however, 
that unlike as with other languages 
where the standard variety tends to 
be the one spoken by a privileged 
social group, and because of the diglos-
sic situation of Arabic, “standard” for 
Arabic means something quite differ-
ent. It actually has no “native speakers” 
in the commonly held sense of this 
expression because no one learns it at 
home during their childhood as their 
“mother tongue.” People either learn it 
in school or become familiar with it, as 
in the case of illiterate people, through 
informal, generally aural exposure. 

At the other end of the Arabic linguis-
tic spectrum are the “spoken” Arabic 
varieties. These are usually divided into 
four major regional varieties or dialects 
(North African, Egyptian, Levantine, 
and Gulf/Iraqi). These dialects are 
themselves divided into endless dialects 
and sociolects based on geographical, 
gender, religious, and ethnic con-
straints. Although native speakers of 
Arabic use these dialects to conduct 
most of their spoken daily activities, 

they reserve the use of Modern Stan-
dard Arabic for almost everything that 
is written as well as for semi-formal 
and formal speech. Modern Standard 
Arabic is in fact a modified version of 
Classical Arabic, the language of classi-
cal literature and the Quran, the holy 
book of Islam. It is also the language 
of a massive body of writing spanning 
more than 14 centuries in disciplines 
such as philosophy, mathematics, the 
sciences, medicine, history, astronomy, 
jurisprudence, theology, and geogra-
phy. Native speakers of Arabic-whether 
Muslim, Christian, Jewish, or of other 
religions-share this standard form of 
the language with Muslims all around 
the world. (There are over 800 mil-
lion non-Arabs in sub-Saharan Africa, 
Central Europe, and Asia.) Because 
Muslims, regardless of their ethnic or 
linguistic backgrounds, believe that 
the Quran is the actual word of God, 
learning Arabic becomes crucial to 
practicing their religion. 

In modern times, with the democrati-
zation of education and the spread of 
Arab satellite television over the past 
decade, Modern Standard Arabic estab-
lished itself as the main language of the 
news and media. (Lebanese television 
is the exception.) News broadcasts, 
television documentaries, and literary, 
cultural, and political discussions are 
conducted in Modern Standard Arabic. 
When interviewed on camera for such 
programs, educated Arabic speakers 
from all parts of the Arab world tend 
to use Modern Standard Arabic. To 
my astonishment and that of a lot of 
native speakers of Arabic, recent televi-
sion interviews with Afghanis, Iranians, 
and Pakistanis, who are of course non-
native speakers of Arabic, are delivered 
in flawless, often accent-less Standard 
Arabic. The Arabic-speaking world has 
been surprised equally by the com-
mand of their language that U.S. and 
European officials have demonstrated 
on live discussions pertaining to recent 
political events. The community of 
fluent Standard Arabic speakers is turn-
ing out to be a lot wider and more 
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varied than native speakers of Arabic 
would have thought.

Having delineated the importance of 
and the reason for learning Standard 
Arabic, it is equally important to 
point out that an Arabic learner’s jour-
ney into the diverse and rich Arab 
culture cannot be complete without 
some knowledge of one of the regional 
dialects. Every year, a number of Berke-
ley students decide to spend time in 
an Arab country through the Study 
Abroad Program or other programs for 
this purpose.

The students that populate the Berke-
ley Arabic program are diverse. Infor-
mal surveys I conduct at the beginning 
of the year asking “Why are you taking 
Arabic?” tend to elicit the following 
responses. Students take it because they 
“want to read the Quran,” because 
they are “interested in or are studying 
the culture/history/politics/literature 
of the Middle East,” or because they 
or their parents were born or lived in 
the Middle East. Some students take it 

not for academic, career, or personal 
reasons but purely because they are 
fascinated by its difference. They often 
cite the beauty of Arabic calligraphy, 
architecture, or poetry as a major moti-
vation to learn the language. The fact 
that Arabic is different from European 
languages and constitutes a greater 
challenge to the English-speaking 
learner is sometimes declared to be one 
of the attractions of this language. 

Half of the courses the Arabic program 
offers are currently taught by GSIs. 
Most of these GSIs are non-native 
speakers of Arabic who have resided in 
an Arab country and possess a good 
understanding of the culture of the 
country in which they lived. 

In the 300-level teacher-training course 
that I teach, we address practical and 
theoretical issues pertaining to the 
teaching of Arabic. This year, after 
attending the one-week Summer Fac-
ulty Technology Program offered by 
the Instructional Technology Program 
(ITP), I decided to incorporate some 

of what I had learned into my teach-
ing. I was pleasantly surprised by the 
enthusiasm I met when I shared my 
intentions with the Arabic GSIs. They 
agreed to attend a mini-seminar, orga-
nized by ITP, during the course of the 
semester and subsequently participated 
in creating the materials we use in the 
elementary Arabic course. I expect that 
their confidence and mine will grow as 
we experiment more with these tech-
niques and find creative ways of engag-
ing the students even further. I also 
expect that we are not far from taking 
full part in a distance learning program 
that may reach learners of Arabic not 
only across the UC system but also 
across the globe. 



Dear Victoria,

It was a great pleasure to read the recent issue of Language Teaching at Berkeley (Volume 17, No. 1). I 
especially enjoyed the interview with Cathy Doughty which I thought was very informative and interesting to 
read. I also appreciated the book lists. I therefore thought it an opportunity to mention to you that the book I 
wrote on the power of tests came out in January 2001. It is entitled The Power of Tests - A Critical Perspective on 
the Uses of Language Tests (Longman). In addition, there are two more books that I was a co-editor of: a special 
volume for Bernard Spolsky entitled New Perspectives and Issues in Educational Language Policy, in Honour of 
Bernard Spolsky, edited by Robert Cooper, Elana Shohamy, and Joel Walters (John Benjamins, 2000); and 
Language Policy and Pedagogy, Essays in Honor of A. Ronald Walton, edited by Richard Lambert and Elana 
Shohamy (John Benjamins, 2000). I would be very appreciative it if you could consider including them 
in the list of new books. 

Thanks,

Elana

Professor Elana Shohamy
Head, Language Education Program
School of Education, Tel Aviv University
Tel Aviv, Israel 69978

Editor: I’m including Professor Shohamy’s letter here as the list of books will appear in the next BLC 
newsletter, Volume 18, No. 1, Fall 2002.

L e t t e r  t o  t h e  E d i t o r
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Gunther Kress and Theo van 
Leeuwen. Reading Images: The 
Grammar of Visual Design. 
London: Routledge (1996).

by Jean Schultz, 
Lecturer and Language Coordinator, 

French Department, and 
BLC Academic Coordinator

Reading Images: The Grammar of Visual 
Design by Kress and van Leeuwen sets 
out to analyze visual images from a 
semiotic perspective and in so doing 
to begin to develop a “grammar” of 
the visual. The authors are clear from 
the outset that by “grammar” they do 
not mean that they will be developing 
a set of rules to be followed for the 
creation of a visual composition. They 
are interested rather in the way in 
which the various aspects that make 
up a visual “text” combine to create 
statements. In their study they seek 
therefore to determine the various 
components of a visual text and to ana-
lyze how those components ultimately 
interact to create meaning.

Kress and van Leeuwen situate their 
work on the grammar of visual compo-
sition within the field of semiotics and 
are careful to define their key terms 
according to this tradition. The most 
fundamental concept is therefore the 
notion of the sign. As in verbal texts, 
the visual sign includes the icon, where 
the relationship between the signifier 
and the signified is one of likeness; the 
symbol, whose relation to the signified 
is arbitrary but dependent upon con-
vention; and the index, which shares 
a causal or sequential relationship with 
the signified. The signifiers of the visual 
sign consist of color, perspective, and 
line; and its signifieds are determined 
by how those signifiers are realized in 
a visual composition. Kress and van 
Leeuwen distinguish the visual sign 
from its verbal counterpart by empha-
sizing that it is part of a represen-
tational process emanating from the 
maker’s cultural, social, and psycholog-

ical history and embedded in a specific 
context. And they maintain that visual 
design fulfills the two major functions 
of any semiotic system: 1) it is ide-
ational, involving the world around 
and within us and 2) it is interper-
sonal, involving social interaction and 
relationships. From this perspective, 
Kress and van Leeuwen’s work falls 
into the category of social semiotics, 
which the authors are careful to point 
out from the beginning. 

One of the key concepts in semiotics is 
the code, whose underlying system of 
signs is the ultimate focus of analysis in 
attempting to determine how meaning 
is created. As in verbal constructs, for 
Kress and van Leeuwen, visual com-
munication is always coded; and if we 
do not perceive that code, if it is trans-
parent, it is because we already know 
the code. It is only when we do not 
completely understand a code that is at 
the same time becoming highly valued 
that we develop a way of talking about 
and analyzing that code. Because writ-
ten language has traditionally been 
highly valued, we have therefore 
already developed complex systems for 
analyzing it. With the rise in tech-
nology, Kress and van Leeuwen per-
ceive a shift in importance away from 
the verbal to an increased valuation 
of the visual, particularly within the 
context of modern computer technol-
ogy, where visual, and often interna-
tional and multi-cultural, communi-
cation takes place. Accordingly, with 
this shifting of the semiotic landscape 
we will need to develop a new dis-
course for discussing and analyzing 
these new, more visual communicative 
codes. Kress and van Leeuwen’s work 
is a point of departure for just such a 
discourse.

Reading Images consists of nine 
chapters, the first of which sets forth 
the basic premises for a semiotics of 
the visual, as discussed above. Chapter 
two is concerned with narrative rep-
resentations or how “stories” are told 
in visual texts. Here Kress and van 
Leeuwen define the basic participants 
of such texts-actor, goal, phenom-
enon, reactor-and analyze how action 
is realized-principally through vectors 
or directional arrows that draw the 
viewer’s eye from element to element, 

thus connecting the representational 
participants. Particularly interesting 
in this chapter are the examples the 
authors draw on to illustrate their 
concepts. These come from a variety 
of sources, including advertising and 
cinema, but especially striking is the 
analysis of an Australian grade school 
history book which depicts Aborigi-
nal society and the conquest of the 
Aborigines by the British in radically 
different types of representations. The 
representation of the Aborigines’ tools 
as indicative of their culture conveys an 
underlying message of stasis and deper-
sonalization, whereas the representation 
of the British conquest is highly nar-
rativized and personalized, portraying 
the British as hunters stalking their 
prey. The example is striking precisely 
because it communicates very marked 
attitudes toward the subjects in subtle 
ways that might go unnoticed without 
an ability to read the visual texts and to 
determine their underlying messages. 
What is particularly troubling about 
this example is that the images are part 
of the history book lesson, thus putting 
into question what precisely is being 
communicated to the students. 

The next three chapters deal with 
less active components of visual texts. 
Chapter three focuses on conceptual 
representations or how elements in a 
visual text are organized according to 
specific categories, projected either tax-
onomically, chronologically, or perhaps 
topically. The fourth chapter deals with 
the position of the viewer as a source 
of meaning. The viewer may become 
the subject of the representation’s gaze, 
as in Jan van Eyck’s painting Man 
in a Red Turban, which is considered 
by some, notably Panofsky, to be 
one of the earliest examples of such 
viewer scrutiny. The angle from which 
the representation is portrayed is also 
significant. If the angle from which 
the image is presented is oblique, a cer-
tain distance and detachment is created 
between the image and the viewer’s 
world. If the angle is frontal, then the 
representation is made to be a part of 
the viewer’s world. 

In the fifth chapter, Kress and van 
Leeuwen study modality or the extent 
to which a subject is perceived to be 
true or real. The more real the subject 
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is perceived to be, then the higher the 
modality is said to be. Some of the 
primary determinants of modality are 
color, ranging from black and white, 
which generally indicates low modality, 
to full color saturation, contextualiza-
tion, ranging from the absence of back-
ground to a fully defined background, 
representation, ranging from abstrac-
tion to full detail, depth, illumination, 
and brightness. Interestingly, for most 
of these categories, the highest modality 
is not reached at the far end of the 
scale, but rather about 3/4 of the way 
up toward high modality. For color, for 
instance, both black and white and full 
color saturation can give a representa-
tion an unreal, exaggerated quality.

Chapter seven deals principally with 
the placing of images in a visual text 
and with the way in which this place-
ment can be interpreted. The primary 
concepts of interpretation are the given 
or what the viewer is assumed to 
know already. The given is the point 
of departure for interpretation, and in 
generally located on the left side of 
the text. The new material or informa-
tion is located on the right side of the 
composition. The bottom of a visual 
text is the site of what is real, the fac-
tual or concrete information concern-
ing the image located in this quadrant. 
In advertising, the actual product being 
promoted is generally located toward 
the bottom of the text. Written text 
is also most often found in this area. 
The ideal or less tangible and potential 
qualities of an element are located at 
the top of a composition. The center 
of a polarized composition is fre-
quently the site of the mediator or the 
element that reconciles the extremes of 
a composition-given, new, real, ideal. 
In this chapter Kress and van Leeuwen 
also deal with the center of a compo-
sition, the margins, saliency, connec-
tion or the degree to which an element 
is visually joined to another or other 
elements, and disconnection. Becom-
ing aware of the ways in which the 
positioning of elements can work to 
increase or decrease the importance 
accorded to various representations can 
help the viewer sort through and 
analyze the multiple messages commu-
nicated by the visual text. 

The last two chapters of Reading Images 
are somewhat more tentative primarily 
because they deal with aspects of 
the visual that are less well defined 
and that are still in process. Chapter 
seven is dedicated to a discussion 
of the materiality of the visual text, 
that is the medium used in the 
production of the text. In a print 
culture, for most written texts, the 
actual method used to produce the 
words is generally irrelevant. Whether 
an author used a typewriter, a word 
processor, or a fountain pen to write 
the novel, is irrelevant to the text and 
our interpretation of it. For a visual 
text, however, the method of inscrip-
tion can play a highly significant role. 
For example, the brushstrokes of Van 
Gogh or of the Pointillists convey 
distinct messages about the represen-
tation. With the advent of modern 
technology, particularly computer tech-
nology, the means of inscription and 
the materiality of representation are 
undergoing a transition, and are inevita-
bly adding to the number of signifying 
systems that contribute to the creation 
of visual meaning. Chapter eight is 
devoted to three-dimensional represen-
tations such as sculpture and archi-
tecture. Here the addition of a third 
dimension and the fact that viewers 
experience a different text depending 
on their own positions with regard to 
the representation further complicates 
the reading and interpretive process. 
Finally, in the conclusion, Kress and 
van Leeuwen offer a tentative but per-
suasive reading of a child’s painting 
that would seem to demonstrate one 
of the underlying tenets of their work, 
namely that the cognitive and the 
affective are intertwined and can be 
realized in representation. 

As language teachers we are used to 
dealing with the central question of 
how meaning is ultimately created. 
The learner’s question, “How do you 
say X in German? French? Chinese?” 
rarely yields a simple answer. There 
are nuances and connotations to be 
sorted through. In addition to the 
purely grammatical, syntactical, and 
lexical elements of a rendition, there 
are aspects of communication, such as 
gesture and intonation that can add to 
or even radically alter the message. The 
teaching of communication in a foreign 

language thus includes both verbal and 
non-verbal aspects, both of which need 
to be analyzed by teachers and con-
veyed to students in a systematic way. 
But perhaps the last area of semiotic 
analysis to come to mind for a language 
professional is the visual. We are accus-
tomed to the analysis of verbal texts, 
but rarely do we consider visual texts 
as fertile ground for semiotic analysis 
or for rich material for the language 
classroom. Yet, as Kress and van Leeu-
wen so convincingly point out, espe-
cially with the advent of modern tech-
nology, from web pages to music videos 
to advertising, we live in a world where 
we are surrounded by visual images that 
communicate multiple messages that 
invite the same kinds of linguistic and 
semiotic analyses that we bring to the 
teaching of a foreign language. Reading 
Images provides us with a new perspec-
tive on the role of the visual and more 
importantly with concrete interpretive 
tools and concepts-a veritable “gram-
mar” for the analytical decoding of 
visual texts. The implications of Kress 
and van Leeuwen’s work for the lan-
guage classroom are significant in that 
for our students visual texts can provide 
rich material for discussion, whether it 
is of an advertisement used as realia in 
a textbook or a work of art used to 
increase students’ cultural understand-
ing. Reading Images can serve to inspire 
us to incorporate more visual texts 
into our curriculum in a more intel-
ligent manner and thereby to increase 
the attention paid to this all-too-often 
neglected resource. 
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In reflecting upon this semester as 
compared to last year, I find that 
from my own perspective many of 

the Academic Coordinator projects and 
undertakings have fallen into a some-
what more predictable, and therefore, 
more productive configuration. 

Last year the language coordinators 
began meeting monthly for the purpose 
of sharing pedagogical ideas. Because 
this was a new group, last year could 
be characterized as a period of explora-
tion and definition. We talked about 
various formats for our monthly meet-
ings, areas we wanted to see covered, 
things we wanted to accomplish, and 
issues that we felt were pertinent to 
our positions and to our continuing 
professionalization. This semester, we 
have developed a clearer identity as a 
group, which is reflected in our having 
devised a basic agenda. We discuss old 
business, proceed to a presentation on 
an issue in language pedagogy which 
we follow up with discussion. If time 
permits, we hold a book discussion, 
and finally close with new business to 
begin the next meeting.

This semester our pedagogical focus 
has been on foreign language writing. 
Because the French Department has a 
very well developed academic writing 
program incorporated into its interme-
diate curriculum, I led the discussion. 
We shared a lot of ideas and grappled 
with questions concerning the literacy 
skills of our students and with how 
best to address their needs. One of the 
most stimulating aspects of the discus-
sion has been the realization that core 
concepts for the teaching of writing 
must be tailored to the specific needs 
of each language. Even languages that 
are related, such as French, Italian, and 
Spanish, where in principle the same 
techniques could be implemented, have 
very different requirements. This can 
be because of the departmental culture, 
the background and orientation of the 
majority of the students enrolled in the 
courses, and the way in which good 
writing, particularly of the academic 
essay, is defined according to the genre 

conventions of the countries where the 
language is spoken. Other languages 
present different challenges. For some, 
the writing system itself has a signifi-
cant impact on the teaching of compo-
sition in a foreign language. For others, 
the difficulties of the language require 
the delaying of some types of writing 
until students are a bit more advanced. 
Our discussions this semester proved so 
fruitful that we will be continuing with 
the topic this spring semester.

Toward the end of the semester, we 
incorporated a book discussion into 
our meeting. We are all in the process 
of reading Reading Images: The Gram-
mar of Visual Design by Gunther Kress 
and Theo van Leeuwen. In our initial 
discussion of the book, we realized 
how rich visual images can be for the 
language classroom. We have all seen 
our students, particularly our begin-
ning students, struggle at times with 
reading in the foreign language. 
Reading visual images, however, can 
help overcome some of the challenges 
of written texts and thus provide inter-
esting stimuli for classroom discussion 
and language activities. Under the 
inspiration of Kress and van Leeuwen’s 
work, this semester I enhanced one of 
the textbook lessons which uses adver-
tisements as prompts for discussion in 
my own French 2 class. After having 
discussed in very simplified terms 
some of the “grammatical” principles 
of visual interpretation, I asked my 
own students to analyze the advertise-
ments in the textbook. The subsequent 
discussion and interpretations that 
the students generated proved among 
the most stimulating of the semester. 
Because the semester drew to a close all 
too quickly, the language coordinators 
had only just embarked upon discus-
sion of Reading Images, which we will 
continue next semester.

The supervision of the BLC Fellows 
projects was extremely interesting this 
fall, in part because a number of the 
projects could be paired in terms of 
orientation. Sarah Roberts from the 
French Department and Karina Sliwin-

ski from German were both working 
on the use of theatre in the language 
classroom. Amelia Barili from Spanish 
and Josephine Kelso from Education 
were working in the area of literacy. 
Lynne Frame’s project was a bit nar-
rower and involved exploration via the 
Internet of German and American cul-
tural differences in a business context. 

Sarah and Karina were both very 
involved in exploring the uses of drama 
pedagogy in the language classroom. 
Throughout the semester, they served 
as both inspiration and soundingboard 
for each other as they developed their 
projects. Karina’s project focused on 
one specific play, Der Besuch der alten 
Dame (The Visit), used in all sections 
of German 3. She adapted exercises 
used in improvisation for the German 
classroom in an effort to make the 
teaching of the play and students’ 
engagement with it more dynamic than 
in the past. Sarah’s project involved the 
development of a special focus section 
of French 4 using theatre. Throughout 
the semester, she explored drama 
pedagogy theory and grappled with 
the selection and sequencing of plays 
appropriate to the French 4 classroom. 
This spring semester, Sarah will be 
piloting the focus section. The prelimi-
nary reaction to the offering seems very 
positive, indeed. Once the word was 
out, a number of students came to see 
me to find out in which section they 
should enroll.

Amelia and Josephine both worked 
on questions of academic literacy, 
but from somewhat different angles. 
Amelia researched foreign language 
writing for advanced level Spanish 
courses. She looked at research into 
various aspects of the endeavor, focus-
ing particularly on the advantages of 
process writing and on ways in which 
grammar problems can best be han-
dled. She then used the research in her 
own advanced Spanish writing classes. 
Josephine’s point of departure was an 
investigation into how students learn to 
analyze literary texts at the freshman 
Subject A level. For this project, she 
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Teaching Grammar and 
Composition to Advanced 
Spanish Students: A Method 
that Works

by Amelia Barili, Lecturer, 
Department of Spanish and Portuguese

One of the main problems that lectur-
ers who teach advanced composition in 
a foreign language encounter is how to 
help their students to keep improving 
their grammar once they have taken 
all the possible levels of learning the 
rules of that language. Another prob-
lem is how to motivate students to see 
composition as a process with different 
stages of pre-writing, writing, and 
re-writing, each of which is funda-
mental to creating a clear essay. The 
research I did this semester, as a BLC 
Fellow, helped me begin to lay the 
groundwork for developing a compre-
hensive handbook based on my reflec-
tions on existing research and on the 
method I use as a composition teacher 
in attempting to solve these problems.

Some basic questions I asked myself 
about teaching composition:

• How to teach critical thinking and 
self-expression

• How to help students overcome 
procrastination

•  How to help students to become 
their own best editors

• How to motivate students to keep 
improving their essays

•  How to help students imprint in 
their minds the grammar rules they 
have learned but not yet assimilated

The most recent research on L2 
writing points out the need to integrate 
product, process, and genre-based 
approaches (Kern, Bräuer) while trying 
to answer these questions. Although 
some integration has been happening 
in the last 20 years, it has not fully 
succeeded in addressing the demands 
of advance composition courses 
(Schultz). What is needed is “a student 
centered approach that also attends 
to interdependencies among textual 

products, cognitive process, and socio-
cultural factors” (Kern). The method 
I propose is confirmed by many of 
Kern’s suggestions. While a full 
description exceeds the limits of this 
article, some recommendations to 
achieve these goals follow:

Begin by teaching your students to read 
with a writer’s eye.

• Use contrastive models in the target 
language. Show how different authors 
respond to the same communicative 
task. Broaden students’ understanding 
of what and how they can write to 
fulfill a similar task.

• Have them write journals with their 
observations and reflections on the rela-
tion between content and form.

• Use their observations and questions 
during class discussion to further 
develop their critical thinking.

Make students aware of their own 
process of writing and of writing    
as tool for exploration by using the 
following steps:

• Early pre-writing activities (e.g., 
directed free writing, brainstorming, 
mind mapping). Help students over-
come procrastination.

• First draft. Ask questions for clarity 
and coherence. Guide students on how 
to revise their papers on their own 
before bringing them to class.

• Peer editing at the lab. Giving and 
receiving feedback prepares students to 
be good editors. Facilitate part of their 
task by giving them more questions 
to consider with regard to the rhetori-
cal aspects of the paper. Grade the edit-
ing separately based on how useful and 
concrete the suggestions are.

• Second draft, revision, and rewrite. 
Use peer editing as a tool to keep 
developing the paper. Based on their 
peers’ comments, students check for 
how well they communicated what 
they intended to communicate and 
then rewrite their papers. They pres-
ent a packet of first draft, comments, 
second draft, and “lists of oversights” 
from each of the previous assignments.

• Teacher evaluation and feedback 
(i.e., assessing and grading content, 
form and accomplishing the task). 
Specific feedback from the instructor 
on what works or not and why, and on 
how to develop the paper, can be used 
for a final rewrite, which-although it is 
optional-most students choose to do.

• “List of oversights” or discovering 
one’s own pattern of mistakes and 
overcoming it. Using reference gram-
mar books, students create a list of 
their mistakes by categories (e.g., spell-
ing, verb tense, word choice, non-par-
allel constructions) and next to the 
mistake, they write the correct version. 
Encourage students to use the list as 
a tool for improving their use of gram-
mar and syntax, comparing and con-
trasting the lists, and checking every 
new essay against them when revising 
it. Look at the lists, correct their cor-
rections if necessary, and give a grade 
for not making the same mistakes.

• Portfolios or gathering materials and 
reflecting upon them. Students keep 
packets of all intermediate drafts of 
every essay, peer response, teacher feed-
back, and final version. They present 
them all together at the end along with 
a clean copy of what students consider 
their best paper. Part of the participa-
tion grade is based on the progress 
demonstrated in the 
portfolio. Meet with each student 
in the middle and at the end of the 
semester to discuss their progress based 
on the portfolio materials.

• Initial and final self-assessment by 
students or becoming aware of the pro-
cess of learning. In the first class stu-
dents make a diagnosis of their major 
obstacles in the use of grammar, syntax, 
rhetoric. and the process of writing. 
At the last class meeting they write an 
assessment of what they have achieved 
in the class and what they still need to 
continue to work on.
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Wiring Business German for 
Culture and Communication

by Lynne Frame, 
Lecturer and Language Coordinator, 

Department of German

This project focused on the curricular 
development of a new third year 
German course that will be taught 
this spring, “German for Business: 
Language and Culture.” In addition 
to introducing standard topics in Busi-
ness German, it places special emphasis 
on intercultural communication and 
cultural difference.

The focus on this topic has been 
concentrated in a four-week exchange 
at the end of the semester, dubbed 
“ILP” or the UC Berkeley/Universität 
Potsdam “Intercultural Learning Proj-
ect.” Approximately 20 Berkeley stu-
dents and as many Potsdam students 
enrolled in Steffen Skowronek’s “Eng-
lish for Political Science and Public 
Administration” will use the Internet 
to discuss and compare their respective 
cultures. We hope to “teach along the 
cultural faultline” as Claire Kramsch 
proposed in her 1993 book, Culture 
and Context in Language Teaching. 
Her arguments that language teachers 
should work with a notion of culture 
as difference, rather than commonali-
ties, and that we should understand 
culture as a process, inform my cur-
ricular design and goals for the project.

ILP seeks to sensitize students to 
cultural difference by:

1. revealing and explicating cultural 
differences

2. affording students the opportunity 
to recognize their own situatedness in 
a language/culture by exploring both 

insiders’ and outsiders’ views of cul-
tural phenomena

3. highlighting culture as process; pro-
viding opportunities for students to 
achieve awareness of how culture is co-
constructed through language by par-
ticipants engaged in communication.

The curriculum for the project consists 
of three main phases:

1. Introductions and familiarization 
with context of partner class

 Students exchange information about 
their university and their major areas 
of study, as well as personal profiles in 
the form of letters, web pages or short 
videos. Also, a live chat session will 
focus on getting to know one another.

2. Surveys and threaded discussion

Students in Berkeley and Potsdam 
complete parallel surveys in their native 
language that investigate their beliefs, 
values, and reactions to certain situ-
ations. The structure of this survey 
comes directly from the MIT-based 
Cultura project, with the prompts 
adjusted to fit the content focus 
of our respective courses. Questions 
include the professional interests of the 
two groups-business/economics, poli-
tics, social structures-as well as more 
general behavior patterns (e.g., com-
munication styles). Students’ responses 
are compiled into tables on the project 
web site, aligned in lists next to 
one another, anonymously, for quick 
overview and comparison. Below each 
table, a hyperlink allows the reader to 
jump to the threaded discussion page, 
where s/he can post comments and 
questions about the responses.

3. Transatlantic collaborative exercise 
in cultural contrast

Students work in tandem partnerships 
on a cross-cultural analysis exercise that 
asks them to look at their own and 
their counterparts’ culture from both 
insider and outsider perspectives, in 
effect role-playing the perspective of 
the other and soliciting feedback from 
their “native informants” on just how 
well they are playing that role. Ulti-
mately, these analyses will be posted to 
the project web site.

We hope to offer courses involving 
such an exchange on a regular basis. 
The ethnographic data to be gathered 
should help us identify opportunities 

for future improvement of the project 
structure, and provide a basis for eval-
uating the impact of this approach 
to cross-cultural sensitization on the 
language/culture classroom.



Navigating Academic 
Discourse: Developing
Interpretations of Texts

by Josephine Kelso, Ph.D. Candidate, 
Graduate School of Education

In introductory college composition 
courses, students encounter a specific 
kind of academic discourse, the aca-
demic essay. Since most formal essays 
written at the college level involve 
interpretation of texts, and since many 
writing courses use literary texts as a 
vehicle for practicing academic writ-
ing, interpretation of literature plays 
a vital role in learning academic dis-
course. Unfortunately, instructors do 
not generally teach interpretation, 
either because they think that such 
attempts would only limit the ways 
students approach texts to the few they 
are taught or because instructors think 
that the ability to interpret literature 
is inborn. These views on interpreta-
tion may seem natural to composition 
instructors, but they conveniently 
conceal the methods by which literary 
scholars and others interpret literature. 
In light of the postmodern view that 
texts are not static containers of mean-
ing but rather dynamic series of signs 
whose meaning does not exist apart 
from the way they are read in a context 
of interpretation, we should recognize 
that the activity of interpretation is 
constructed in various ways (Easthope 
1991, McCormick 1994). Toward 
this end, we can begin by researching 
the ways that instructors and students 
together construct various acts of liter-
ary interpretation over time.

Literature Review
Since the early 1970s researchers 
have studied adolescent students’ 
responses to literature. Their stud-
ies have indicated the importance of 
connecting language use with social 
context (Hynds 1989), accounting for 
participants’ purposes in interpreting 
texts (Langer 1989, Wiemelt 2001), 
considering both spoken and written 
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interpretations (Brandt 1990, Knoeller 
1998), and recognizing the dynamic 
construction of interpretations over 
time (Odell and Cooper 1976, Mauro 
1983).

Theoretical Framework Activity theory, 
pioneered by Soviet psychologist A.N. 
Leontev in the early 1930s, accom-
plishes many of the goals indicated 
by past research. According to activity 
theory, any situated event, including 
mental behavior, comprises a complex 
internal structure of motivated activi-
ties, goal oriented actions, and opera-
tions. Looking at interpretation as an 
ongoing activity in the writing class-
room, means not only (a) comparing 
participants’ goals with their actions, 
but also (b) closely analyzing not 
only the operationalization of those 
actions (reasoning, grammar structure, 
and word choice), but the material 
circumstances surrounding those 
operations.

Methods
To study ways in which students and 
instructors construct acts of interpre-
tation in the classroom over time, 
I collected all discourse spoken and 
written in a college composition class-
room including all spoken discourse 
recorded and transcribed, written drafts 
and assignments, field notes from class-
room observations, written interviews, 
and recorded interviews with focal 
students and the instructor. From this 
data I selected one class period in 
which the students analyze a poem by 
Richard Wright entitled, “Between the 
World and Me.” Then, I performed 
a fine-grained analysis of one portion 
of the overall discussion, or all d
iscourse on one line of the poem. 
This 1 minute 50 second transcript 
effectively illustrates the ways in which 
interpretation is constructed as an 
ongoing activity in this classroom.

Conclusions
I found that, while the instructor may 
have students’ active participation in 
literary interpretation as her expressed 
goal, the participant structure she 
imposes/regulates (i) inhibits the stu-
dent-student dialogue, (ii) controls the 
direction of individual interpretations, 
and (iii) limits students’ elaboration 
on the implications of their interpreta-
tions. In addition, I found that stu-

dents whose goals match those of the 
instructor may have a better chance of 
having their interpretations reinforced 
by that instructor in class and in writ-
ing. One cautionary note: this latter 
finding which students often perceive 
as “guessing what the instructor wants 
to hear,” does not necessarily result in a 
rich analysis of the text in question.
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Using Drama Pedagogy to 
Enhance Language Learning in 
Second-Year French

by Sarah C. Roberts, Ph.D. Candidate, 
Department of French

Drama pedagogy refers to the use of 
both theatre texts and drama activities 
to teach something other than drama. I 
first became interested in the possibility 
of using such methodology to enhance 
language acquisition last year when 
I attended a BLC workshop led by 
drama therapist and pedagogy scholar 
Elektra Tselikas. This year, I took the 
opportunity provided by my BLC fel-
lowship to carry out extensive research 

in the field, and as a result I discovered 
an impressive body of theoretical and 
empirical validation for the use of 
drama in the language classroom.

One frequently defended argument is 
that drama, because it involves doing 
as well as speaking, enables students 
to observe and practice not only the 
linguistic but also the paralinguistic 
features of communication, such as 
action, pose, gesture, facial expression, 
eye contact, and touch. By thus broad-
ening the scope of language learning 
to include study of the physical body, 
drama provides students with a far 
more holistic and authentic grasp of 
the target language (Dickson 1989). 
It also results in stronger memory 
traces because not only verbal but also 
kinesthetic, visual, and tonal memories 
are activated (Smith 1984). Moreover, 
because drama exercises and per-
formance get students up out of 
their conventional chair-bound posi-
tions, the cues to inertia, boredom, 
and passivity which sitting still can 
sometimes engender are replaced with 
cues to movement and higher energy 
interaction (Dumaz 1989).

Equally compelling is Crinson and 
Westgate’s argument (1986) that, given 
the eclectic nature of drama activities, 
drama pedagogy substantially “extends 
the range of oral work.” ‘In role’ activi-
ties give students the chance to try 
out a great many different emotional, 
psychological, and social registers, 
not usually appropriate to a class-
room environment. At the same time, 
observation and planning activities 
allow students to gain proficiency in 
a wide variety of discourse and social 
strategies. Learners thus become better 
equipped to use the language in the 
varied and unpredictable situations of 
the ‘real world.’ Furthermore, accord-
ing to Savignon (1983), among others, 
performance-oriented work with play 
scripts familiarizes students with speech 
patterns-correct pitch, stress, rhythm, 
syllabification, and so forth–as well 
as properly contextualized idiomatic 
structures and turns of phrase charac-
teristic of the target language. It also 
sensitizes students to the subtle ways in 
which the rules and choices of 
discourse, and the codes of social 
behavior change according to the dif-
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range from physical and vocal warm-up 
exercises and pantomime to improvi-
sation and fully scripted performance 
(unrehearsed, rehearsed, and memo-
rized). All my sources agree that an 
impression of logical structure and 
progression is essential to the successful 
implementation of drama in the 
language classroom. In my opinion, 
therefore, two important things to 
bear in mind are firstly, that each 
drama activity needs to be very care-
fully explained before being put into 
practice and secondly, that there 
should always be a clear link between 
the activity in question and the play 
currently being studied.

I will be teaching this new section of 
French 4 during the spring semester 
2002. I then hope to combine my 
research findings with data gained from 
teaching the class in order to write 
more on the use of drama pedagogy in 
language teaching.
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Researching the Role of 
Performance in the Teaching of 
of Dürrenmatt’s Der Besuch der 
alten Dame in German 3

by Karina Sliwinski, Ph.D. Candi-
date, Department of German 

After researching and working with two 
German 3 classes over the course of the 
fall semester 2001, I have put together 
a written handbook and a short video 
sample for GSIs to help with the teach-
ing of Friedrich Dürrenmatt’s play, 
The Visit. The handbook balances 
drama activities such as improvisation 
and theatrical staging with critical 
analysis. It is my contention that the 
performance as well as the critical 
analysis of a text is a valuable learning 
tool in second language acquisition.  

In my research I have used relational 
dramaturgy as my framework. Accord-
ing to Daniel Feldhendler, relational 
dramaturgy applies methods used in 
drama education and psychodrama to 
language learning. It views language 
learning as activating and developing 
among the learners the ability to 
express oneself, the courage to speak 
as well as the enjoyment in using the 
language. According to the pedagogy, 
learners should be active and not pas-
sive recipients, helping to define the 
activity as they go. Group-work should 
be emphasized, foregrounding language 
learning as social and cooperative. This 
foregrounding correlates with Leo van 
Lier’s ecological approach to language 
acquisition.  

With this framework in mind, I con-
structed the program called “Theater, 
Learning, Playing” and taught it in 
two German 3 classrooms from week 6 
until week 15, the end of the semester. 
In an attempt to scaffold, I designated 
three phases to the program:  impro-
visation in the Language Classroom: 
Working with language as discourse 
(2 classroom visits); Actor’s Training: 
Working with context (6 classroom 
visits); and Scene work: Working with 
performance as interpretation 
(2 classroom visits).  

What I’ve found is that at the end of 
the project, the students in both classes 
were able to speak in German better 
and were more confident interacting 

ferences of personality, social status, 
and setting defining the context. As 
a result, participants become more 
proficient themselves in their ability to 
express their own feelings and opinions 
with regard to context, and in cultur-
ally appropriate ways.

The argument I found most surprising, 
but no less compelling, is that drama 
pedagogy leads to raised confidence 
and reduced inhibitions. Weyl (1991) 
posits that learning a foreign language 
can be a psychologically destabilizing 
experience because it requires the 
learner to relinquish the security pro-
vided by his or her mother tongue. 
Students may feel exposed or even 
that they have lost their sense of self. 
Many experts agree that the implemen-
tation of drama can remedy this kind 
of discomfort because it compensates 
for the perceived loss of identity by 
providing alternative, ready-made 
identities or social masks. Inspired 
by these and other arguments, I have 
developed a new section of French 
4 that implements drama pedagogy. 
I replaced the majority of literary 
texts on the standard syllabus with 
four plays: Anouilh’s Le voyageur sans 
bagage, Ionesco’s Les Chaises, Sartre’s 
Les Mouches, and Molière’s Le Malade 
imaginaire, assigned in that order to 
accommodate a gradual increase in 
stylistic and thematic complexity. In 
choosing these texts I was careful to 
ensure not only an appropriate acces-
sibility for intermediate-level language 
learners, but also the presence of ele-
ments that would  facilitate perfor-
mance and maintain enthusiasm. In 
particular I looked for a straightforward 
plot, humor, action, eccentric charac-
ters, clear stage directions, and a high 
frequency of short verbal exchanges. My 
choice of a seventeenth-century play by 
Molière may seem overambitious; 
however, empirical research indicates 
that for language learners at this level, 
a play from this period, particularly a 
comedy, can prove especially inspiring 
and enjoyable because of its elaborate 
style and language.

Drawing on my research I then 
developed a selection of possible drama 
activities that I intend to integrate into 
the more conventional study of the 
texts through literary analysis. These 
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in front of their fellow students. They 
were also confident in offering their 
interpretations of the play to the class 
and were comfortable interacting and 
performing together.  

With this classroom experience in 
hand, I was able to put together the 
GSI handbook for the teaching of the 
play, focusing on making drama activi-
ties accessible not only to the students 
but also to the teachers. Therefore, 
I organized the handbook into four 
sections: tips for working with drama 
activities, selection of drama activities, 
actors’ training exercises, and an appen-
dix containing handouts and lesson 
plans. I hope that this handbook can 
offer GSIs drama activities they can 
apply to a variety of texts/contexts and 
a structured approach to the teaching
of the play through performance.  

Having completed the handbook, I 
would like to recommend the following 
in teaching with drama pedagogy:  

1. It is important to establish a trusting 
and non-threatening classroom envi-
ronment. 

2. Instructions to students must be 
clear and concise. 

3. Students must be briefed on every 
step of the process and constantly 
reminded of particular activity goals. 

4. Not only the student but also the 
teacher must be comfortable with the 
activities. 

5. Both students and the teacher must 
be prepared emotionally for a non-
teacher-focused classroom. 

6. A mixture of non-drama and drama 
activities is best.  

The Handbook is available through the 
Berkeley Language Center.  
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by Luh Hsyng Nelson, Lecturer, 
Department of East Asian 

Languages and Cultures 

With the generous support from 
Berkeley Language Center, I attended 
the Fall Conference of the Chinese 
Language Teachers Association of 
California (CLTAC) which was held 
in conjunction with the Foreign 
Language Association of Northern 
California (FLANC) at Sacred Heart 
Cathedral Prep in San Francisco on 
November 10, 2001. 

The first presentation was a slide show, 
Words and Pictures: Teaching Chinese 
Culture, by Charlie Egan of San Fran-
cisco State University. He gave a 
thorough survey of the styles, char-
acteristics, organizing principles, and 
historical development of Chinese 
calligraphy. His handouts are useful 
to teachers who teach calligraphy or 
Chinese characters.   

Many topics during the second 
session attracted my attention–Teach-
ing Chinese Pedagogical Grammar 
Through Conceptual Principles; 
Chinese and Multimedia; Humorous 
Stories and Jokes, Used as Supple-
mental Language Learning Materials, 
are an Effective Teaching Tool; and 
Literacy and Language Teaching with 
Richard Kern. This last was the one I 
decided to attend. Kern’s demonstra-
tion broadened my understanding of 
the importance of reading and writing. 
I was particularly interested in his dem-
onstration of teaching “real reading and 
writing” which promotes “thinking, 
learning, and motivation in patterns 
acknowledged as part of a culture’s 
interaction.” I have been reading his 
book Literacy and Language Teach-
ing and have begun exploring ways 
to create a Chinese curriculum which 
aims at developing both the students’ 
skills in oral/aural communication, as 
well their ability to read, discuss, think, 
and write critically about texts.



by Susan F. Kepner, Lecturer, 
Department of South and 

Southeast Asian Studies 

I attended the 24th Annual American 
Literary Translators Association Con-
ference in Raleigh, NC, October 
24-27, 2001. Although some of the 
translators teach, they are an unusually 
and delightfully diverse group who 
come together to share their love of 
literature, and discuss the process of 
translating fiction and poetry from 
many languages into English. My con-
tribution was a reading of my Thai 
poetry translations, and a discussion of 
the poets’ careers, and my own process 
of conveying their work. My presenta-
tion was entitled “The Traffic Poems,” 
and the two poets I discussed were 
Ankhan Kalyanapongse (“Bangkok: A 
Lament”) and Naowarat Pongpaiboon 
(“No Songs Today, No Sepha”). Both 
poets have written splendid poems in 
which awful contemporary Bangkok 
traffic is juxtaposed with images of 
lovelier eras (lovelier, at least, in the 
poets’ fantasies).  

In the past, ALTA Conferences were 
rather dominated by translations from 
European languages, with a smattering 
of Chinese and Japanese. However, at 
this time we are introduced to wonder-
ful work from Vietnamese, Indonesian, 
Old Korean, Afrikaans – and Thai, for 
the first time.  

I have never enjoyed a conference 
as much, and I highly recommend 
ALTA Conferences to other translators. 
The panels were amazing. For example, 
“Teaching Translation,” with Rainer 
Schulte and John Biguenet, among 
others; and “Riffs off Translation: 
Considering Some Ways that Translation 
Gives Rise to ‘Original’ Writing,” which 
included Carolyn Tipton, and the poet 
and translator Ellen Watson. Other nota-
ble sessions were “Mother-Tongue-tied? 
Translating Out of Your First Language;” 
and “Vietnam Beyond the War,” 
moderated by John Balaban, translator of 
Vietnamese poet Ho Xuan Huang. 

This conference was characterized 
throughout by the excellence of the 
contributions, great good humor, and 
a very noticeable generosity of spirit. 
Everyone seemed fascinated by every-
one else’s work.
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A N N O U N C E M E N T

Summer Institutes at the Language Acquisition Resource Center 
(LARC) at San Diego State University

by Mary Ann Lyman-Hagar, 
Director, LARC 

The overall goal of the Institutes is to promote the intelligent and creative uses 
of technology in the teaching and learning of foreign languages, with particular 
emphasis on the less commonly taught languages. The first institute, the digital 
media archive, will focus on creating and/or re-purposing authentic, streaming 
(web-based) media for the teaching of language, literature, and culture. The 
second will involve language educators in examining best practices in web-based 
reading and creating online media-enriched reading materials that mirror these 
practices. The final institute will involve participants in the creation of 
web-based testing materials, including oral testing, for use on their campuses.  

These weeklong institutes, co-sponsored by the U.S. Department of Education 
International Programs and San Diego State University, will be limited to 20 
participants each. Teams of educators from an institution working on aspecially 
focused project are especially encouraged to apply to attend. Registration fees 
for all Summer Institutes are $150.00, which includes the cost of registration, 
duplicating materials, high-density media storage disks, and snacks, continental 
breakfasts, etc. Travel expenses and lodging are the responsibility of institute par-
ticipants or their institutions, although a limited number of scholarships are avail-
able for those participants coming from a distance, to help offset expenses. Please 
contact us for more information about these scholarships at nlrcsd@mail.sdsu.edu. 

Registration forms may be downloaded from our website, http://larcnet.sdsu.edu, 
Early Registration Deadline: May 1, 2002. 

Regular Registration Deadline: June 1, 2002  

Digital Media Archive July 15-19, 2002 
Multimedia Literacy and Web-based Reading  July 22-26, 2002 

Topics in Foreign Language Testing on the Web  July 29-August 2, 2002

FLANC Workshops

by Agnes Dimitriou, Lecturer, 
Department of Spanish 

and Portuguese 

On April 6, 2002, the Foreign 
Language Association of Northern 
California (FLANC) is presenting a 
series of half-day and full-day work-
shops for those who teach foreign 
languages. The workshops will be held 
at Chabot College in Hayward, easily 
accessible by freeway or BART. Some 
of the workshops deal with expanding 
the repertoire of activities in the class-
room as well as using different media. 
To find further information as well as 
a registration form, check the FLANC 
web site of at www.flanc.org.

collected data in the form of class 
discussion, personal interviews, and 
writing samples from a College Writ-
ing class. She focused particularly on 
the instructor’s meta-discourse as a 
significant guide for the formation of 
students’ interpretative abilities.

Finally, Lynne Frame worked with a 
colleague in Germany on setting up 
lines of communication via WebCT 
between Berkeley students enrolled in 
the Business German class and German 
business students for spring semester. 
There were lots of logistical challenges 
that Lynne had to face; however, 
the exploration of cultural difference 
between the Americans and the Ger-
mans in a business context should 
prove fascinating. Mark Kaiser and I 

worked on the rescheduling of our 
upcoming Oral Proficiency Interview 
Colloquium, which had to be delayed 
in light of the September 11 tragedy. 
All participants were able to reschedule 
for the spring, and we are looking for-
ward to stimulating discussions of this 
important assessment instrument.

BLC Outreach cont

The Berkeley Language Center 
deadline for new 

materials for fall 2002 is 
April 15, 2002.

Contact Marianne Garner at
LL-Lib@socrates.berkeley.edu,

642-0767 x 24,
about acquiring language 

learning materials for your 
 fall semester classes. 

If you would like to schedule 
the use of Berkeley Language 

Center facilities for the 
fall semester, contact 
Victoria Williams at 

victoria@socrates.berkeley.edu,
642-0767 x 19.

The BLC Recording Studio has acquired new equipment for use by 
faculty. DAT, MiniDisc, and high-quality digital portable recorders are 

now available for loan. These new recorders are in addition to the analog 
Sony and Marantz cassette recorders that we lend out. A limited number of 

video recorders and microphones are also available. 

For further information, contact Gina Hotta, 
at LL-Stu@socrates.berkeley.edu or 642-0767 x 12. 
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ORAL PROFICIENCY INTERVIEW COLLOQUIUM
An introduction to the Oral Proficiency Interview, including demonstrations of sample interviews

 in several languages, and a discussion of its merits and implications for the curriculum. 

Friday, February 22 and Saturday, February 23, 2002
All sessions are in 370 Dwinelle Hall (unless otherwise noted)

Friday, February 22  

1:00-1:15 pm Opening Remarks  Claire Kramsch - Berkeley Language Center  

1:15-3:00 pm Session l Chantal Thompson - Brigham Young University, Utah
  Introduction to the Oral Proficiency Interview

3:00-3:30 pm Coffee break   

3:30-5:30 pm Session II OPI Interviews:
  English - Chantal Thompson - 371 Dwinelle
  French - Jean Schultz - 33 Dwinelle
  Italian - Armando Di Carlo - 34 Dwinelle
  Russian - Ben Rifkin - B4 Dwinelle
  Spanish - Agnes Dimitriou - 370 Dwinelle

Saturday, February 23  

8:30-9:30 am Session I Ray Clifford - Defense Language Institute, Monterey
  Proficiency/Performance/Achievement Testing

9:30-10:00 am Coffee break  

10:00-11:00 am Session II Rafael Salaberry - Rice University, Houston
  The Validation Process of the OPI: Ethical and Legal 
  Considerations  

11:00-12:00 pm Session III June Phillips - Weber State University, Utah
  OPI and the Foreign Language Standards

12:00-1:30 pm Lunch break   

1:30-2:30 pm Session IV Ben Rifkin - University of Wisconsin
  The ACTFL OPI and Oral Proficiency Guidelines as a
  Framework for Curricular Planning: The Lesson, The 
  Instructional Unit, The Semester, The Program.  

2:30-3:30 pm Session V Leo van Lier - Monterey Institute of International Studies
  The OPI and Conversation: Where Are We Now?  

3:30-4:30 pm General Discussion    

4:30-5:30 pm Closing Reception  

THE COLLOQUIUM IS FREE AND OPEN TO THE PUBLIC

Sponsored by the College of Letters and Science and by Title VI funds provided by the U.S. Department of
Education under the National Education Act to the eight National Resource Centers at UC Berkeley.

For information, call (510) 642-0767 ext.10, email space@uclink4.berkeley.edu, or visit http://blc.berkeley.edu
  

A N N O U N C E M E N T
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F E L L O W S H I P S

Berkeley Language Center
Instructional Research Fellowships 

For 2002-2003 

For Graduate Students
The Berkeley Language Center is pleased to announce the 
availability of up to six one-semester GSRships (IV) for the 
academic year 2002-2003 (pending authorization of funding).

These fellowships will enable GSIs to work on special projects 
both to improve the quality of language instruction in their 
current department and to enhance their professional develop-
ment as teachers, which can potentially benefit their future 
chances of employment at other institutions. Research projects 
might include research in: theoretical aspects of second lan-
guage acquisition; language learning software and other instruc-
tional materials; handbooks on specific aspects of language 
instruction; innovative activities to teach literature or culture 
in the language class; drama techniques to teach language; 
performance based tests to assess linguistic, literary or cultural 
competence. The fellowship culminates in a presentation to 
the UC Berkeley language community. Past fellows have also 
presented their research at conferences, or published their work 
in established journals.

The projects will be undertaken in collaboration with the BLC 
Director, Claire Kramsch, and the BLC Associate Director 
and Director of the Language Media Center, Mark Kaiser. 
Regular attendance at the weekly research fellows’ meetings 
is expected. Graduate students teaching any foreign language 
at UC Berkeley are eligible to apply. Those teaching less 
commonly taught languages are particularly encouraged to 
apply. If you are interested, we strongly encourage you to 
discuss your research project proposal with either Claire 
Kramsch, ckramsch@socrates.berkeley.edu or Mark Kaiser, 
mkaiser@socrates.berkeley.edu.

Berkeley Language Center
Professional Development Fellowships 

For 2002-2003

For Lecturers
The Berkeley Language Center is pleased to announce the 
availability of two one-semester fellowships for Unit 18
lecturers or language program coordinators for the academic 
year 2002-2003. 

These fellowships will provide lecturers with the equivalent 
of one-course release time to work on individual projects 
designed to further their own professional development. 
Research projects might include: design and development 
of instructional materials of various kinds, including 
technology; development of new course syllabi or curricular 
innovations; independent study of an area of relevant 
literature, including enrolling in a course of relevant interest 
offered at UC Berkeley; empirical study related to the 
acquisition of any of the four skills in the language classroom; 
preparation of a research  paper for public presentation or 
publication in a professional journal. The projects will be 
undertaken in collaboration with the BLC Director, Claire 
Kramsch, and the BLC Associate Director and Director of 
the Language Media Center, Mark Kaiser, on a schedule 
adapted to the nature of the project and agreed upon by the 
parties involved.

If you are interested in applying we strongly encourage you 
to discuss your research project proposal with either Claire 
Kramsch, ckramsch@socrates.berkeley.edu or Mark Kaiser, 
mkaiser@socrates.berkeley.edu.

A fellowship application form in available in the BLC office, B-40 Dwinelle Hall.

Please complete the fellowship application form, a two-page description of your project (see specifications
 on application form), a current CV, and a letter of recommendation by the chair of your department, 

explaining how your project benefits the teaching and research mission of your department and/or your 
academic/professional  development. Send this documentation to:

Professor Claire Kramsch  •  Berkeley Language Center 
BLC Fellowship Program  •  B-40 Dwinelle Hall #2640

Deadline for Applications:  Monday, March 4, 2002
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Friday, April 19
Representing Language  

Use for  Foreign Language 
Learners: Contributions 

of the native, 
the near-native, and 

the non-native

Carl Blyth
Associate Professor 

Department of French and Italian
University of Texas, Austin

3 - 5 pm,  370 Dwinelle Hall



Friday, May 10
Instructional 

Development Research 
Projects 

BLC Fellows:
David Pettersen 

David Wacks 

Chantelle Warner 

3 - 5 pm, 370 Dwinelle Hall

2 0 0 1 – 2 0 0 2  C a l e n d a r

Receptions will follow the lectures.

The BLC Lecture Series
 is sponsored by the 

College of Letters and Science 
and by International and 

Area Studies.

B L C  L e c t u r e s C o n f e r e n c e s

Tuesday, February 12
Critical Discourse

Analysis in Social Research 

Norman Fairclough
Professor of Language

in Social Life
Lancaster University, UK 

3 - 5 pm,  370 Dwinelle Hall



February 22 & 23
OPI Interview Colloquium

Ray Clifford

June Phillips 

Ben Rifkin 

Rafael Salaberry

Chantal Thompson

Leo van Lier

(fri) 1 - 5:30 pm,  370 Dwinelle 

(sat) 8:30 - 4:30 pm, 370 Dwinelle



Tuesday, April 2
From One Consortium 

to Another

Peter Patrikis
Executive Director

The Consortium for Language 
Teaching and Learning 

Yale University

3 - 5 pm,  370 Dwinelle Hall

March 8-9, 2002
The First UC Conference on 
Language Learning: Theoretical 
and Pedagogical Perspectives
University of California, Irvine
Web: http://uccllt.ucdavis.edu

April 6, 2002
Foreign Language Association of 
Northern California (FLANC)
Chabot College, Hayward
Web: http://www.flanc.org

April 6-9, 2002
The American Association for 
Applied Linguistics, AAAL 2002:
(Re)Interpreting Applied
 Linguistics
Salt Lake City, Utah
Web: http://www.aaal.org

April 9-13, 2002
TESOL 2002: Language and the 
Human Spirit
Salt Lake City, Utah
Web: http://www.tesol.org

December 27-30, 2002
The 2002 Annual Modern Lan-
guage Association of America 
(MLA) Conference
New York, New York
Web: http://www.mla.org
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L a n g u a g e
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B-40 Dwinelle Hall #2640
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94720-2640
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P A I D
UC Berkeley

Christina Maslach
Mary Ann Mason
Maria Riasanovsky

Jane Stanley
Linda von Hoene

Kenneth Weisinger

2001-2002
B L C  A d v i s o r y  B o a r d

Robert J. Blake
Dru Dougherty
Ralph Hexter

Leanne Hinton
Mark Kaiser

Claire Kramsch
David Leonard

Claire Kramsch
Steve Poulos
Jean Schultz

Victoria Williams
Boris Wolfson

Charles Derden
Agnes Dimitriou
Lynne Frame
Mark Kaiser
Rick Kern

2001-2002
B L C  E x e c u t i v e  C o m m i t t e e  

The Berkeley Language Center (BLC) was established on 
July 1, 1994. It serves as a resource center for all language 
teachers on the Berkeley campus.

The mission of the Berkeley Language Center is to 
improve and strengthen foreign language instruction on 
the Berkeley campus by keeping teachers informed of new 
developments in the fields of language pedagogy, second 
language acquisition, and applied linguistics. The BLC 
promotes and facilitates the use of new language learning 
technologies in the classroom. 

The BLC is particularly interested in helping lecturers 
develop new materials, attend conferences and in-service 
training workshops, and publish their ideas and 
materials. It has modest funds to help lecturers attend 
professional meetings and develop new teaching projects. 

The Berkeley Language Center also provides audio-video-
computerized lesson materials, listening, viewing, record-
ing, duplicating and archiving facilities and related techni-
cal and administrative services.

The BLC also administers the Dwinelle Computer 
Research Facility (DCRF) which supports humanities 
faculty engages in computer-based research projects and 
provides equipment and technical expertise for the 
development of instructional materials

Rick Kern
Jean Schultz

Boris Wolfson

2001-2002
e d i t o r i a l  B o a r d

S p r i n g  2 0 0 2
N e w s l e t t e r


