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Introduction

Adolfo Carrillo Cabello, Kate Paesani, and Dan Soneson
University of Minnesota

Early in 2014 the Language Flagship awarded grants to Michigan State University (MSU), the
University of Minnesota (UMN), and the University of Utah (Utah) to conduct the Language
Flagship Proficiency Initiative. The purpose of the initiative was “to introduce the Flagship
proficiency assessment process to established academic foreign language programs to measure
teaching and learning, and to evaluate the impact of such testing practices on teaching and
learning” (The Language Flagship, 2014, p. 1). The project, originally spanning the academic
years 2014-2017, involved large-scale proficiency testing at the three institutions of speaking,
reading, and listening, and ultimately included students enrolled at various stages of
undergraduate language programs in Arabic, Chinese, French, German, Italian, Japanese,

Korean, Portuguese, Russian, and Spanish.

In all, over 23,000 individual tests were administered to a total of 9,451 students. The
instruments used were predominantly the Oral Proficiency Interview by computer (OPIc), the
Listening Proficiency Test (LPT) and the Reading Proficiency Test (RPT), endorsed by the
American Council of Teachers of Foreign Languages (ACTFL) and available online through
Language Testing International (LTI). Results of these tests show three distinct trends, depending
on modality and language: (1) For languages with Latin script, reading tends to be the strongest
modality in terms of proficiency at each stage of the four-year curriculum; (2) listening tends to
be the weakest modality in terms of proficiency in the first two years of the language curriculum,
but listening proficiency ratings are markedly higher in the third year and beyond; and (3)
speaking ratings are relatively high in the first two years, but level off in the third year and
beyond. Overall, undergraduate students, particularly in Spanish and French, demonstrate or
approach ACTFL Advanced Low or above in reading and listening by the time of graduation, but
on average, demonstrate Intermediate High proficiency in speaking.

Previous research on the nature of discourse in upper-level, post-secondary language

courses has shown that students rarely have the opportunity to engage in the kinds of
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communicative activities characteristic of Advanced speaking proficiency, such as producing
paragraph-length discourse, narrating across time frames, or dealing with unexpected situations
(e.g., Donato & Brooks, 2004; Darhower, 2014; Polio & Zyzik, 2009; Zyzik & Polio, 2008).
These studies show that the nature of upper-level course content often mitigates against attention
to oral language development. Students do a copious amount of reading in upper-level courses,
and a large portion of class time is often spent listening to the instructor, who may lecture or
provide lengthy explanations, but class discussions rarely provide opportunities for the type of
extended discourse characteristic of the Advanced level (ACTFL, 2012). A further consideration
is the nature of the curriculum at large universities. The 2007 MLA Report, Foreign Languages and
Higher Education: New Structures for a Changed World, gave broader attention to the long-standing
two-tiered system in higher education that separates the lower-level of language programs with a
focus on language acquisition from the upper-level with a focus on literary-cultural content
(MLA, 2007). However, as the results of the Language Flagship Proficiency Initiative show, the
slowed development of speaking proficiency in the third and fourth year of the curriculum,
particularly with respect to the continued development of reading and listening proficiency,
supports research claims that less attention is paid to speaking development in upper-level
courses focused on literary-cultural content. This relationship may very well represent the level
of exposure or practice in each of the modalities available to the students in the curriculum.

As part of the Language Flagship Proficiency Initiative the three institutions collaborated
on constructing a common survey to collect information about language background, use, and
motivation. Using a five-point Likert scale from “extremely unimportant” to “extremely
important,” students were asked to rate the importance of six aspects of the curriculum:
speaking, listening, reading, writing, culture, and grammar. At the UMN in spring 2017, 95% of
students (N = 712, all levels, 7 languages) rated both speaking and listening as either “extremely
important” or “very important,” with reading at 86%, and writing, culture, and grammar at 76%
each. The percentage of students in the upper-level (N = 215) who rated speaking and listening
as “very important” or “extremely important” was even higher at 98% each, followed by reading
(91%), culture (87%), writing (85%) and grammar (80%). Yet the leveling of ACTFL OPIc test
results in the third year is evidence of a reduced opportunity to progress to the Advanced level in

speaking.
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Testing was completed in spring 2017, the third year of the Language Flagship
Proficiency Initiative. Yet, assessing student proficiency at specific stages of the curriculum was
not the only goal of the project. The Language Flagship also advocated looking at “the impact of
such testing practices on teaching and learning” (The Language Flagship, 2014, p.1). To extend
the original three-year grant to support the response of language programs to the results of the
testing, the three institutions collaborated on developing a plan to address the speaking
proficiency results at the upper-level, to take place during Academic Year 2017-18.

Year four of the grant was thus dedicated to fund projects aimed at developing curricular
interventions that targeted the identified shortcomings of the proficiency testing results related to
speaking proficiency levels at the three participating institutions. The projects in this Advanced
Speaking Initiative generated three distinct types of collaborations. At MSU the projects were led
by two faculty members, one from French and the other from Spanish, teaching upper-level
courses. The Spanish course was a sixth-semester literature course, whereas the French course
was an upper-level linguistics course; both courses had been taught previously by the
participating faculty members. Similarly, at Utah and Salt Lake Community College, instructors
taught advanced content-based language courses in Japanese, Russian, and Portuguese. At UMN
four courses were targeted in the Advanced Speaking Initiative: three upper-level literature
courses, one each in French, German, and Spanish, and one sixth-semester intensive Arabic
language course. The UMN group included four dyads composed of a faculty member and a
graduate teaching assistant (GTA). At all three institutions, participating faculty and GTAs were
charged with devising a plan to incorporate opportunities for developing advanced speaking
abilities. The scale of the curricular changes implemented varied within and across institutions.
For example, at UMN, the GTAs were required to participate in weekly meetings with two staff
members from the Language Center and one from the Center for Advanced Research on
Language Acquisition (CARLA), who were managing the initiative. The weekly meetings were
dedicated to discussing the content of assigned readings, brainstorming pedagogical strategies to
incorporate in the courses, and planning course logistics. In addition, the staff members met
with each dyad (faculty-GTA) three times during the Fall semester to discuss progress on plans

for the Spring courses and review available resources. In the Spring semester, during the time the
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courses were taught, the staff met with the dyads twice to check in on successes and challenges
or constraints.

Due to the nature of the grant, faculty and GTA participants from all three institutions
agreed to take part in activities that were designed to introduce strategies and techniques for
developing advanced speaking abilities. To accomplish this, there were several events planned
and organizational actions taken to facilitate the learning and collaboration during the fall 2017
semester. First, organizers from the participating institutions compiled and shared a folder with
scholarly readings. The curated selection of articles covered issues ranging from defining
advanced oral language (e.g., linguistic characteristics, language functions), to addressing issues
pertaining to curricular constraints, programmatic considerations, and logistics for in-class
activities. Furthermore, the readings provided sample projects that dealt with the issue at hand:
how to prepare students for producing advanced-level oral discourse. In addition to the
readings, preparatory activities for the project included synchronous online meetings, and a day-
and-a-half workshop held at the Big Ten Conference Center in Chicago in October 2018. With
the exception of the UMN faculty, all participants of the initiative attended the workshop in
Chicago. Since the UMN group consisted of dyads, the attendance of the GTAs was deemed
sufficient.

The Chicago workshop was an opportunity for everyone involved to learn about the
courses being targeted, challenges faced at their programs, and opportunities and plans for
pedagogical interventions. The workshop was led by Dr. Judith Liskin-Gasparro (University of
Iowa) and Dr. Céline Rose (Brigham Young University) and was organized around four topics:
(1) defining and identifying features of advanced-level speech; (2) recognizing and
understanding factors affecting the language-literature divide; (3) presenting pedagogical
interventions (pre-speaking, instructional conversations, and collaborative dialogues) as
strategies for promoting advanced-level speaking; and (4) planning, implementing, and assessing
strategies and techniques for developing advanced-level oral discourse. Over the course of the
workshop, facilitators guided participants in identifying partnerships for developing materials
(e.g., assessment rubrics, guiding questions for collaborative dialogues), and discussing sample
activities and techniques (e.g., options for adoption or adaptations, feasibility of use). By the end

of the workshop, participants had a good sense of options for implementation of the three
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pedagogical interventions covered, and had generated ideas for collaborations with faculty from
participating institutions. Following the workshop, the group held two synchronous online
meetings in which participants continued discussion of plans for implementation of projects and
collaborations. The meetings were held to assist faculty and GTAs in concretizing plans since
some elements (e.g., collaborative dialogues, student self-assessment) were common among
groups at all three institutions.

The chapters in this volume report on the work of the Advanced Speaking Initiative
carried out at two of the three collaborating universities: MSU and UMN. Some of the chapters
explore ideas introduced at the Chicago workshop, others go in different directions. What the
chapters share in common is a description of pedagogical interventions designed to help students
engage in more extended discourse, narrate and describe across time frames, and deal with social
situations characterized by unexpected complications, all characteristics of Advanced speaking
proficiency (ACTFL, 2012). These chapters can thus serve as a model for colleagues wishing to
infuse attention to language development more explicitly into upper-level courses.

The volume begins with an introductory chapter by Rose and Liskin-Gasparro, the
Chicago workshop facilitators, who first describe the characteristics of Intermediate- and
Advanced-level speakers and review key research on the structures prevalent in post-secondary
language programs that have prohibited advanced speaking development. As mentioned earlier,
much of this research is based on classroom studies showing that students in upper-level courses
have few opportunities to engage in extended discourse and that instructors of these courses
rarely provide explicit attention to language development. As a solution, Rose and Liskin-
Gasparro outlined two of the pedagogical interventions that they presented in Chicago: pre-
speaking activities and collaborative dialogues. Both interventions are planning activities that
prepare students to speak in more advanced ways. Whereas teacher-led pre-speaking activities
provide students with linguistic support (i.e., grammar, vocabulary) to improve the complexity,
accuracy, and fluency of their discourse, pair or small-group collaborative dialogues prepare
students to engage more deeply with course content and to contribute more fully to in-class
discussions.

A number of the Advanced Speaking Initiative participants embraced the idea of

collaborative dialogues. For instance, in Chapter 2 Violin-Wigent and Grubbs present a detailed
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account and practical examples of how they incorporated weekly collaborative dialogues into
two upper-level courses: French linguistics and Hispanic literature. Students in these courses
spoke with a partner for 20 minutes per week to discuss various course-related themes and
questions. Overall, students in both courses found that collaborative dialogues were useful and
increased their confidence communicating in class. Some students, however, found the weekly
meetings tedious and sometimes struggled to find adequate vocabulary to express themselves in
the target language. The authors experienced some glitches implementing the dialogues (e.g.,
pairing students, providing feedback), but also appreciated the low-stakes nature of the
dialogues and the positive impact they had on students’ in-class participation.

Collaborative dialogues also played a prominent role in the upper-level German literature
course Groepper and Singer outline in Chapter 3. They implemented out-of-class collaborative
dialogues during the first ten weeks of the semester that included guiding question prompts and
instructions for students to ask additional questions of their partners, explain their opinion about
the texts, or tell a story. Despite the professor’s (Singer) initial hesitance to incorporate
collaborative dialogues in the class, both the students and the researchers found the intervention
successful and noted increases in the quality and quantity of student oral discourse. In addition
to collaborative dialogues, Groepper and Singer also report on their use of jigsaw activities and
speed dating throughout the course to change class structure and focus more on student-student
interaction. Students and the researchers found the jigsaw activities to be the most beneficial of
the pedagogical interventions for developing students’ speaking abilities and their engagement
with different texts. Feedback related to speed dating was less enthusiastic and the authors
caution against its overuse in a single course.

Neither of the activities described in Chapter 4 involve collaborative dialogues; instead,
Hamilton and Korte focus on developing students’ presentational communication abilities. These
activities, from an upper-level Spanish course on the apocalypse, combined examination of
cultural and historical content with linguistic and performative tasks. The first activity was an
oral analysis of the protagonist from a course reading; the other was a how-to video on surviving
the apocalypse. Both activities required students to record responses to instructor-provided
prompts intended to hone their presentational communication abilities, encourage oral

expression across major time frames, and carry out advanced-level functions such as structuring
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an argument. According to the authors, students responded positively to these activities and
demonstrated marked improvement in their in-class oral performance and overall comfort level
in speaking. Hamilton and Korte conclude by discussing the challenges and importance of
balancing oral and written assessments, on the one hand, and attention to language and content,
on the other hand, in this type of upper-level course.

Chapter 5 presents another approach to advanced-level speaking development that
deviates from the interventions presented at the Chicago workshop. Sumner and Vanpee instead
describe various activities for promoting complexity, accuracy, and fluency (CAF) in an intensive
sixth semester Arabic course. To determine which CAF interventions to implement, the authors
followed a four-stage process: gathering student assessment data (e.g., homework, class
observation); determining error patterns; designing and implementing activities; and reflection.
Based on this process, Sumner and Vanpee targeted language forms such as the conditional and
imperative verb modes through activities that were closely tied to the cultural content of the
course. The authors describe in detail four activities types implemented to improve students’
CAF of targeted forms: role plays, the web-based game Kahoot!, sentence strips, and
interviewing. Pre- and post-course assessment tasks reveal that students improved their ability to
engage in extended discourse (i.e., complexity), but showed mixed results in terms of accuracy
improvement. To improve these results, the authors suggest incorporating continuous—rather
than episodic—attention to targeted forms at multiple points during a course.

Finally, in Chapter 6, Balstad presents the challenges and successes of attending to
advanced speaking development in an upper-level course on love in Medieval France with
English and French language sections. Although students in the French section completed all
readings in French, they attended English section classes, with the exception of five split
discussion sessions in French over the course of the semester. To develop students’ advanced
speaking abilities, the author incorporated two activity types into the French sessions: a story
retelling focused on past tense narration and a troubadour-style debate focused on extended
discourse and continuity of ideas. The first activity took place out of class and small groups
presented their retelling to the instructor without the use of notes; the second activity took place
in class and involved two debaters and a judge. As stand-alone activities, the retelling and debate

were successful, yet the author reports that due to limited contact hours in French, students
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lacked multiple opportunities to improve their speaking abilities and could not benefit from the
repeated and continuous implementation of similar tasks (as did students in Sumner and
Vanpee’s course, for instance). Balstad therefore recommends honing in on one characteristic of
Advanced speaking proficiency (e.g., past tense narration) in classes with limited target language
contact hours to allow repeated opportunities for student improvement.

Taken together, these chapters demonstrate various pedagogical interventions that
specifically target students’ continued speaking development while simultaneously engaging with
literary-cultural content. The practical examples and curriculum models presented within these
chapters are easily adaptable to other contexts, languages, and courses and can serve as models

for language programs wishing to facilitate students’ Advanced-level speaking development.
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Speaking at the Advanced Level:
Practical Approaches to Integrating Language with
Literary-Cultural Content

Céline G. Rose, Brigham Young University
Judith E. Liskin-Gasparro, University of lowa (Emerita)

Introduction

The Language Flagship Proficiency Initiative grants awarded to Michigan State University, the
University of Minnesota, and the University of Utah (2014-2018) have resulted in an abundance
of information on the proficiency of students in reading, speaking, and listening in a wide range
of languages across the four years of the undergraduate curriculum. One of the findings—that
students’ speaking skills tend to plateau at the Intermediate level on the ACTFL scale after the
first two years of instruction and begin to rise again in the fourth year—Iled to a special project in
the last year of the grant to engage instructors in designing and implementing small-scale
pedagogical interventions to expand students’ speaking opportunities across the curriculum,
particularly in upper-level courses. One of the early Advanced Speaking Initiative activities was a
workshop in October 2017, in which the participating instructors learned about several
pedagogical projects conducted by the presenters (the co-authors of this contribution), and

began to design interventions for their courses.

The speaking proficiency data collected by the three institutions under the auspices of the
Language Flagship Proficiency Initiative are consistent with the results of prior studies of the
speaking proficiency of undergraduate language students. In a large-scale study of the oral
proficiency of 501 graduating foreign language majors in seven languages at five liberal arts
colleges, Swender (2003) reported that 47% attained a rating at the Advanced level; the most
frequent ratings were Intermediate High (35%) and Advanced Low (21%). Higher percentages of
test takers reaching the Advanced level in speaking were found in two studies of foreign language
teacher candidates (Hamlyn, Surface, & Swender, 2007; Swender, 2003; Swender, Surface,

Cahoon, & Glisan, 2011). Chambless (2012) attributed this result to the presence of a significant



number of native and heritage speakers in the samples, which comprised college graduates who
were applying for alternative certification in addition to language majors close to graduation.

The Advanced level of proficiency is considered the entry-level standard for a number of
professions, including K-12 language teacher, nurse, social worker, claims processor, police
officer, and consumer products customer services representative, among others (ACTFL, n.d.). A
comparison between the descriptions of the abilities of speakers at the Intermediate and
Advanced levels (ACTFL, 2012) shows that whereas Intermediate-level speakers can have
successful transactional encounters—they can engage in simple conversation on personal topics
with individuals who can adjust to their discursive limitations—Advanced-level speakers can
have social relationships in the target language: They can converse easily on a range of topics, tell

stories, describe events, and manage situations that take an unexpected turn.

Intermediate-Level Speakers

Speakers at the Intermediate level are distinguished primarily by their ability to create with the
language when talking about familiar topics related to their daily lives. They are able to
recombine learned material in order to express personal meaning. Intermediate-level speakers
can ask simple questions and can handle a straightforward survival situation. They produce
sentence-level language, ranging from discrete sentences to strings of sentences, typically in
present time. Intermediate-level speakers are understood by interlocutors who are accustomed to

dealing with non-native learners of the language.

Advanced-Level Speakers

Speakers at the Advanced level engage in conversation in a clearly participatory manner in order
to communicate information on autobiographical topics, as well as topics of community,
national, or international interest. The topics are handled concretely by means of narration and
description in the major time frames of past, present, and future. These speakers can also deal
with a social situation with an unexpected complication. The language of Advanced-level
speakers is abundant, the oral paragraph being the measure of Advanced-level length and
discourse. Advanced-level speakers have sufficient control of basic structures and generic
vocabulary to be understood by native speakers of the language, including those unaccustomed

to non-native speech.
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Why do at most only half of graduating language majors reach the Advanced level in
speaking, despite widespread acknowledgment of the value of Advanced-level speaking ability
for a variety of professional purposes, as well as affordances for learning during the
undergraduate years, including text-rich upper-level courses, abundant digital resources and, for
many, study abroad? The answer is complex, including factors such as (1) the length of time
needed to reach the Advanced level (Rifkin, 2003); (2) a rise in enrollments in short-term (fewer
than 8 weeks) study abroad programs (IIE, 2018); and (3) the longstanding curricular and
pedagogical culture in language departments, termed the language-literature divide (Kramsch,
1993; Byrnes & Kord, 2002; MLA, 2007), in which systematic attention to oral language skill
development is radically reduced once students complete the elementary and intermediate
course sequence and move into upper-level courses in literature, culture, and linguistics, often
termed content courses. This contribution offers two pedagogical proposals for promoting the oral
language development of students in their upper-level courses. To establish the context for these
proposals, we begin with a brief review of the literature on the language-literature divide,
followed by a review of empirical research on the features of classroom discourse in upper-level

literature courses.

Review of the Literature

Given the dominance of communicative language teaching approaches, students who take
language courses in college often encounter the two-tiered curriculum, or language-literature
divide. Although a few programs (e.g., Georgetown, Emory) have turned to approaches that put
greater focus on “textual thinking and foreign language literacies” (Paesani, 2018, p. 130), the
results of a recent survey (Lomika & Lord, 2018) show that communicative language teaching
continues to be the dominant methodology in post-secondary language programs. The focus of
most elementary and intermediate courses continues to be the language itself, with center stage
given to speaking, supported by instruction in vocabulary and grammatical structures (Maxim,
2004). Readings are generally short, written by textbook authors (or adapted from authentic
sources) to consist of high-frequency vocabulary (Schulz, 1981) and familiar structures.
Following the lower-level language course sequence, students take courses that focus on literary

or cultural content, in which they are expected to read long texts, discuss them in class, and
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produce extended analyses in written essays. From this point onward, attention to their language

skill development is inconsistent and infrequent (Maxim, 2004).

The two-tiered curriculum has been viewed as an unfortunate and unnecessary limitation
to learning in university upper-level courses (e.g., Darhower, 2014; Maxim, 2009; MLA, 2007;
Paesani & Allen, 2012). In most cases, lectures by the instructor are frequent, and there are
reduced opportunities for language production, interactions, and feedback when compared to
lower-level courses (e.g., Darhower, 2014; Donato & Brooks, 2004; Polio & Zyzik, 2009;
Thoms, 2011; Zyzik & Polio, 2008). Consequently, although most foreign language majors and
minors have attained speaking proficiency at the Intermediate level on the ACTFL scale by the
time they start taking upper-level courses (Darhower, 2014), only half of them reach the
Advanced level by graduation (Swender, 2003).

The MLA Report (2007) called for a “more coherent curriculum in which language,
culture, and literature are taught as a continuous whole” (p. 3), and it presented
recommendations for how language programs might work toward this goal. But reports of
pedagogical experimentation have been scarce. According to Maxim (2004, 2009) and Allen and
Paesani (2010), most departments are aware of the incoherence of the curriculum. Rather than
restructure their upper-level courses, departments have opted instead for third-year bridge
courses, designed to help students who have completed the elementary and intermediate courses
“transition [to] upper-level content courses” (Allen & Paesani, 2010, p. 133). Despite the
addition of these courses to the curriculum, students still struggle to cope with the linguistic
demands of their upper-level courses.

Movement towards curriculum reform continues to be slow, according to the results of
two recent surveys (Hertel & Dings, 2014; Lomika & Lord, 2018). In a national survey of some
400 faculty in Spanish programs, Hertel and Dings (2014) reported some signs of curricular
change in the five years following the publication of the MLA Report, with 16% of respondents
saying that the Spanish major curriculum of their respective departments had changed
significantly and 62% indicating that it had changed somewhat. Similarly, Lomika and Lord
(2018) found that although about half of their 134 faculty respondents were “very familiar” (p.
118) with the recommendations of the MLA Report, a considerably lower percentage had put

any of them into practice. Further, the researchers cited comments from respondents, many of
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whom reported that their redesign initiatives had not progressed much beyond the discussion

stage.

Student and Instructor Perspectives

Research on student perspectives (Davis, Gorell, Kline, & Hsieh, 1992; Polio & Zyzik, 2009) has
revealed that although students enrolled in upper-level courses express appreciation for the
study of literature and culture, they are concerned about their slow (or stalled) language skill
development. In their survey of instructor perspectives, Polio and Zyzik (2009) found that
literature instructors were also aware of their students’ struggles with the linguistic demands (i.e.,

reading, writing, and speaking) of those courses.

The results of three recent surveys (Hertel & Dings, 2017; Magnan, Murphy, &
Sahakyan, 2014; Mills & Moulton, 2017), conducted in different instructional contexts and
using different instruments, paint a similar picture. In their national survey of undergraduate
students, Magnan et al. (2014) found that the majority of respondents placed the highest value
on developing communicative competence to enhance their opportunities for social interactions
and professional advancement. The other two surveys, both of which compared student and
instructor curricular values and orientations, had a narrower focus: Mills and Moulton (2017)
surveyed instructors and undergraduate students of several languages in a single department
(Romance Languages and Literatures at Harvard University); whereas Hertel and Dings (2017)
conducted a nationwide survey of instructors, students, and alumni of programs in a single
language (Spanish). The comparative analyses conducted in these two studies resulted in similar
conclusions: Students (including former students, according to the findings of Hertel & Dings,
2007) place higher value on courses and experiences (e.g., study abroad) that promote linguistic
knowledge and communicative skills, and they place lower value on the knowledge and
dispositions that are most often interwoven with the content of upper-level courses in literature,
culture, and film.

Small-scale studies that combined student self-reports with analyses of discourse in
literature classrooms arrived at similar findings, reflecting students’ desire to improve their
language skills but finding literature courses an unproductive site for doing so. The participants

in Donato and Brooks (2004) acknowledged improvement in vocabulary development during an
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upper-level Spanish literature course, but not in other language skill areas. Thoms (2011)
reported that students in a Latin American literature course wanted to learn more about the
language and to practice it in class. They also reported a lack of confidence when speaking.

Given the research on student perceptions and the larger context of the language-
literature divide, it is not surprising that instructors and students have different goals for upper-
level literature courses, with students giving higher priority to language skills and instructors
giving greater weight to literary and cultural content (Donato & Brooks, 2004; Hertel & Dings,
2017; Polio & Zyzik, 2009; Thoms, 2011; Zyzik & Polio, 2008). With respect to speaking in
particular, researchers (Darhower, 2014; Donato & Brooks, 2004; Polio & Zyzik, 2009) found
that the development of students’ speaking ability was not a goal of the instructors, even though
orally discussing texts was a goal of both instructors and students (Thoms, 2011). Neither
learners nor instructors mentioned that participating in discussions might help students reach
the Advanced level; in fact, the instructor in the Donato and Brooks (2004) study was not
familiar with the features of the Advanced level.

Although some instructors of upper-level literature courses may not be able to articulate
the differences between the Intermediate and Advanced levels of the ACTFL scale, faculty who
teach those courses are certainly cognizant of their students’ language-related difficulties. The
persistence of the language-content divide may lie instead in the paucity of pedagogical and
programmatic means to address it. Previously reported solutions to the problem of students’
reluctance to speak in class include adopting an instructor-centered pedagogy characterized by
lectures, or whole-class discussion formats that require only short responses by students (Donato
& Brooks, 2004). Others cope by switching to English (Redmann, 2008; Zyzik & Polio, 2008) or
by “[ignoring] the content of the text in favor of the students’ personal responses and

associations with it” (Redmann, 2008, p. 73).

Classroom-Based Studies

The research on discourse patterns in upper-level literature courses describes how instructors’
pedagogical approaches play out in real time. Rose (2018) identified four themes in these
classroom-based studies: classroom discourse and interactions; instructor question types; time

frames; and focus on form.
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Classroom Discourse and Interactions

Researchers on classroom discourse and interactions reported that both the distribution of talk
(instructor vs. students) and the type of talk discouraged student language production. In the
three advanced Spanish literature classes observed by Zyzik and Polio (2008), students produced
only 10% of the talk. Similarly, in the Spanish literature course that served as their research site,
Donato and Brooks (2004) reported that the vast majority of turns (80%) were taken by the
instructor; and Darhower (2014) found that in each of the three courses (third-year Spanish
literature and culture courses) he observed, the number of turns for all students combined was
equal to the number of turns taken by the instructor. Darhower (2014) also found that students’

utterances were quite brief, ranging from 8-14 words per turn.

In these three studies, instructor talk consisted of (often lengthy) commentaries,
instructions, and reactions to student contributions. In addition, researchers (Darhower, 2014;
Donato & Brooks, 2004; Thoms, 2011) found that much of the talk directed to students was in
line with the IRE model (teacher initiation, student response, and teacher evaluation or
feedback). Donato and Brooks (2004) observed that the third turn in these sequences, evaluation
by the instructor of a student’s comment, invariably closed the topic and, overall, limited class
discussion. They concluded that the prevailing IRE sequence, which “culminat[ed] in teacher
evaluation and lecture” (p. 189), worked against students’ progressing toward the Advanced level

of proficiency.'
Instructor Question Types

Studies of discourse in literature classrooms have also revealed the influence of instructor
question types on the oral production of students. The instructors in Donato and Brooks (2004)
used three types of questions: display questions (to which the instructor already knows the
answer); information questions (which elicit student interpretation and analysis); and
clarification questions (which ask students to elaborate on something they just said). Display

questions, which invited brief, factual responses, accounted for 81% of the 118 questions asked

! Although studies conducted in lower-level language courses (e.g., Todhunter, 2007, Toth, 2011) have found a
facilitative role for instructor-centered classroom talk, or instructional conversations, in lower-level language
classrooms, the same cannot be said for studies conducted in upper-level literature courses.
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by the literature instructor in the five class sessions they observed. Furthermore, Mantero (2002)
found that the answers to display questions were often followed by lengthy explanations by the
instructor, which effectively shut off further student talk on the topic. Donato and Brooks (2004)
concluded that the prevailing IRE sequences and the large number of display questions limited
both “mental exploration and verbal elaboration” (p. 190) by students. They recommended the
use of questions promoting critical thinking rather than those demonstrating textual

comprehension.

Darhower (2014) categorized instructor questions using a different typological
framework: the communicative function (based on the ACTFL scale) targeted by the question,
either Intermediate or Advanced. In the three classes included in his study, only 19% of
instructor questions targeted a proficiency level beyond Intermediate. Consequently, most of the
speech produced by the students was at the Intermediate level, or at the Novice level (if students
responded with single words or brief phrases).

The classroom interactions in the studies reviewed here can be interpreted as examples of
pedagogical solutions to the mismatch between instructor expectations and students’ speaking
abilities: When students cannot engage in extended description, narrations, explanations, and
comparisons (all Advanced-level communicative functions) in response to open-ended
questions, instructors resort to display questions, or they comment on the texts themselves.

Students, in turn, have few opportunities to strengthen their speaking skills.
Time Frames

On the ACTFL scale, discourse at the Advanced level is characterized by the ability to produce
narrations, descriptions, and explanations in time frames other than the present. Research on
discourse in upper-level literature courses in Spanish has found that instructors and students use
mostly the present tense. In Donato and Brooks (2004), about 80% of the verbs produced (in
Spanish) were simple present tense forms, 9% were in the preterit, 4% in the present
progressive, and 3% in the imperfect. Donato and Brooks (2004) rejected their initial hypothesis
that students were using the historical present; their analysis revealed overuse of the present in

contexts where the past would be used, most likely a result of students’ inability to control past-
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tense forms. Thoms (2011) observed that students attempted to narrate and describe in the past

but had limited control of verb morphology.

Unlike Donato and Brooks (2004) and Thoms (2011), Darhower (2014) analyzed the
verbs produced by both instructors and students, rather than those produced only by students.
He found similar patterns across the two groups: About 70% of the verbs were in the present,
and fewer than 20% were in the past. These results, similar to those of Donato and Brooks
(2004), show the prevalence of the present (or possibly the historical present) for both teachers
and learners, even in discourse contexts in which the past would be preferred. Darhower (2014)
also noticed that hypotheses were not expressed with the conditional, but rather were simplified
through the use of other tenses. Linguistic scaffolding could have easily been provided but it was
rarely supplied by the instructors. The dominance of the present tense as well as the lack of
corrective feedback did not support students in their development towards a higher level of

proficiency.
Focus on Form

Instructors adopted very different strategies regarding focus on form during their classes. For
instance, some ignored student errors, whereas others corrected only vocabulary errors; still
others provided corrective feedback on both vocabulary and grammar. The three instructors (all
in Spanish courses) in Zyzik and Polio (2008) focused on form in two different ways: recasts and
negotiation. They also chose to ignore many errors. There was only one instance of explicit
correction during the 20 hours of class analyzed. Two of the instructors focused only on
vocabulary, whereas the third focused on errors (both vocabulary and grammar) in written
assignments; this instructor usually started class with a discussion of these errors. During their
interviews with the researchers, two of the three instructors explained that they used recasts

rather than explicit correction out of concern for inhibiting student talk.

The focus on vocabulary by the instructors in Zyzik and Polio (2008) may be linked to
the students’ perceived improvement in their lexical abilities, noted also in Donato and Brooks
(2004). The studies described here show a dearth of focus on form in the upper-level classroom,

even though there is consensus that students enrolled in these courses need linguistic support.
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The conclusion to be drawn from the position papers and empirical studies reviewed in
this section is that undergraduate language students reach the Intermediate level in speaking
proficiency, but they struggle to progress to the Advanced level. Analyses of the quantity and
quality of student speech in their upper-level courses, instructor question types, and corrective
feedback provide insights into the underlying causes: Even though students take upper-level
courses with the purpose of increasing their language skills (Donato & Brooks, 2004; Polio &
Zyzik, 2009; Thoms, 2011), the instructors have not found productive ways to incorporate
systematic attention to students’ language skill develop while focusing on literary-cultural
content.

One counterexample Latin to the picture painted here can be found in Thoms (2014),
who investigated a third-year American literature course with two objectives: understanding how
the teacher’s turns during whole-class discussion could be transformed into linguistic affordances
and how the affordances were perceived and used by students. He used grounded theory to
analyze the interactions between the students and the instructor in several class sessions. He also
used interviews and stimulated recalls with three focal students and the instructor to better
understand how they perceived the affordances that he had identified. He found that three
categories of teacher reformulations (some of which were related to content, and others to
language) could serve as affordances for expanding student discourse by making the text and
literary concepts more accessible. He concluded that creating affordances for learning has the
concurrent benefit of promoting student participation in the classroom talk.

Although the classrooms analyzed in most of the research reviewed in this section
(Darhower, 2014; Donato & Brooks, 2004; Mantero, 2002; Polio & Zyzik, 2009; Zyzik & Polio,
2008) did not encourage student discourse beyond the sentence level, Thoms (2014)
demonstrated that it is possible for students to develop their language skills in upper-level
content courses whose focus is on reading and understanding literary texts. The literature
instructor who figured in his study, as well as one described by Liskin-Gasparro (2017), appear
to have learned organically, through experience rather than from pedagogical workshops or
other formal means, how to lead discussion in ways that promote student participation. The goal

of the October 2017 Advanced Speaking Initiative workshop was to offer participants empirically
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tested pedagogical projects for promoting oral language development that participants could

then modify for use in their respected courses. These projects are described in the next section.

Activities Promoting Speaking Proficiency

In what follows, we present two activities that were proposed at the October 2017 Advanced
Speaking Initiative workshop to promote speaking proficiency: pre-speaking and collaborative
dialogues. The activities were designed for upper-level courses, but they can be adapted for

elementary and intermediate language courses as well.

Pre-Speaking: Promoting Fluency and Extended Discourse

Pre-speaking (Thompson, 2005) is a pre-task activity that enables language learners to focus on
content and form before they perform a speaking activity. First, we introduce pre-speaking in the
context of research on task-based instruction and the role of planning on speaking performance.

Then we describe the implementation of a pre-speaking module in a language classroom.

The methodology of task-based teaching involves three phases: pre-task, task, and post-
task (Ellis, 2003). Integral to the pre-task phase involves planning time so that learners can
prepare for the task. In an edited volume dedicated to planning research, Ellis (2005) explained
that pre-task planning itself comprises two types: rehearsal and strategic planning. Whereas
rehearsal consists of performing the task as a preparation for the “main performance” (p. 3),
strategic planning involves activities such as brainstorming content or studying a model.
Strategic planning can be led by the instructor (i.e., teacher-led planning) or can be done
collaboratively by students (i.e., group-based planning) or individually (i.e., solitary planning),
with or without support from the instructor (i.e., guided or unguided planning).

Ellis (2005) emphasized the valuable role of research on task planning in observing that
“unlike many other constructs in SLA, ‘planning’ lends itself to pedagogical manipulation” (p. 1).
In other words, instructors can easily vary planning across a number of dimensions to determine
best practices for their groups of students: the type, length, and focus of the planning activity;
the proficiency level of the students; the type of guidance provided; and the task itself.

Planning became its own area of research in the late 1980s (e.g., Crookes, 1989; Ellis,
1987). It is based on three theoretical constructs: the concept of noticing; the limited capacity of

working memory; and the notion of focus-on-form (Ellis, 2005). Noticing has been identified as
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a key element in language learning (Schmidt, 1990). During pre-task planning, learners may be
guided to notice specific forms in the input before they perform a task. Regardless of whether a
task includes any type of linguistic input, noticing is also necessary in language production.
Swain (1985, 1995), for example, advanced that as learners notice the difference between what
they believe they can say and what they actually can say, they focus their attention on the forms
they need to bridge the gap between the two. This realization, which often takes place during
pre-task planning, gives learners time to find ways to produce their intended meaning.

Given the limitations on learners’ working memory capacity (Cowan, 2005), pre-task
planning can alleviate cognitive pressure by giving learners time to access their linguistic
knowledge and keep the information in the phonological loop (Ellis, 2005). Skehan and Foster
(2012) also argued that learners’ limited attentional capacity prevents them from focusing
simultaneously on the three performance areas of complexity, accuracy, and fluency. In fact,
Skehan (1998) explained in his Trade-off Hypothesis that task complexity may force learners to
favor either complexity or accuracy at the expense of the other.

In addition, pre-task planning allows learners to focus on form, an essential part of
second language acquisition. Attention to form is key because learners typically struggle to
balance meaning and form (e.g., Sangarun, 2005; Yuan & Ellis, 2003) and, individual differences
notwithstanding, tend to attend more to meaning (VanPatten, 1990). Research has consistently
demonstrated that pre-task planning supports the complexity and fluency of students but has
mixed effects on accuracy (e.g., Foster, 2001; Ortega, 1999; Skehan & Foster, 1997, 2012; Yuan
& Ellis, 2003). Furthermore, planning has a greater impact on the performance of difficult tasks
than of tasks that students find less challenging (Foster & Skehan, 1996; Skehan, 2018).

These findings are also applicable to pre-speaking, a type of teacher-led planning.
Gaillard (2013) showed that pre-speaking in a post-secondary elementary French class resulted
in significantly better speaking task performance than no planning or solitary planning. In fact,
the students’ fluency, complexity, and accuracy were statistically significantly higher (p=0.05)
with pre-speaking than with the two other types of planning activities.

We now turn to a description of pre-speaking, also called Prelude to Conversation.
Thompson (2005) developed a specific type of instructor-fronted pre-speaking activity during

which instructors lead students in brainstorming both the content (i.e., meaning) and language
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forms they need in an upcoming speaking task. As they reflect on the proficiency outcome of the
task, instructors need to determine the functions addressed and the degree of linguistic control
students are capable of. Instructors pose questions to generate ideas about content, followed by
attention to the grammatical structures, vocabulary, and pertinent tools for elaboration students
will need to express that content. The ideas generated are written on the board in two columns,
labelled content and form. This attention to grammatical and lexical forms allows learners to
perform the subsequent task with greater fluency and fewer errors.

The overall goal of a pre-speaking module is to increase the fluency, lexical richness, and
grammatical accuracy of students’ performance in the speaking task that follows.? This goal is
accomplished in several ways. First, by brainstorming words needed to talk about the topic,
students have faster and more reliable access to these words during the speaking task. Termed
“thematic clustering” (Tinkham, 1997, Waring, 1997) in research on vocabulary learning, this
type of grouping has been shown to help learners with retention and access (Gholami &
Khezrlou, 2014). Second, the thematically organized brainstorming process itself serves as a kind
of warm-up for the speaking task, which leads to increased confidence and fluency in task
performance. Third, identifying and reviewing the grammatical structures that they will need to
use increases the likelihood that students will use more of them in the speaking task and with
greater accuracy.

When taken together, these features provide the context for understanding the
bootstrapping effect of pre-speaking on students” subsequent speaking performance. As
conceived by the ACTFL proficiency guidelines, the distance between the levels of proficiency
increases as one ascends the scale; for instance, the distance between the Novice and
Intermediate levels (and, therefore, the time needed to progress to the Intermediate level) is less
than the distance between the Intermediate and Advanced levels. This aspect of the ACTFL

proficiency construct is often depicted as an inverted pyramid.’

* For a demonstration of a pre-speaking activity in a second-semester college French class, see
https://www.youtube.com/watch?v=P1lyu-bmCgo0&t=>5s or
https://www.youtube.com/watch?v=etylh13ADzQ&t=4s

> A depiction of the inverted pyramid can be found at https://www.actfl.org/publications/guidelines-and-
manuals/actfl-proficiency-guidelines-2012
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Viewing the Intermediate level in light of the inverted pyramid model helps to clarify why
the proficiency of most foreign language students does not progress past this level. It takes a
great deal of experience with a language and, subsequently, significant time and effort, to reach
the Advanced level. The Intermediate Low, Mid, and High sublevels are also quite broad, and the
scale is not designed to capture oral language development within a sublevel. It is precisely this
within-sublevel development that is supported and enhanced by pre-speaking activities.
Through instructor-led brainstorming of thematically oriented vocabulary and relevant
grammatical structures, students are able to speak with greater lexical variety, fluency, and
grammatical accuracy than they could without this preparation. Pre-speaking activities can be
used to good effect in courses at elementary, intermediate, or higher levels. The challenge for
instructors is to identify the lexical items and grammatical structures to include in their pre-
speaking modules, according to students’ speaking ability and the demands of the task in which
students will subsequently engage.

Whereas pre-speaking was designed for use in language courses, collaborative dialogues,
which focus on content, rather than vocabulary and grammar, were designed for upper-level
courses in literature or culture (Rose, 2018). Collaborative dialogues also constitute a type of
planning, in this case for the task of active participation in class discussions that will take place

in the next class session.

Collaborative Dialogues: Promoting Discussion of Content

Interaction—between learners (of similar or different levels), or between learners and native
speakers—is fundamental to language acquisition. As such, interaction has long been the focus
of research in SLA from various theoretical perspectives. Within the interactionist framework,
considerable research has been conducted on task types that are facilitative of negotiation for
meaning, as well as on the mechanisms of the interactions that lead to such negotiations (e.g.,
Long, 1983, 1996; Mackey, Oliver, & Leeman, 2003; Pica, Kanagy, & Faladun, 1993; Pica,
Lincoln-Porter, Paninos, & Linnell, 1996; Varonis & Gass, 1985). Within the framework of
sociocultural theory (Vygotsky, 1987), in which learning is viewed as a socially situated activity,
Swain (1997) has asserted that the discussions taking place between learners as they perform a

language task together allow them to use language and learn about the language simultaneously.
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These collaborative dialogues, as she calls them, are both the process and product of learning.
Numerous studies have shown the positive impact of collaborative dialogues on language
learning (e.g., Choi & Iwashita, 2016; Kowal & Swain, 1994; Sato & Viveros, 2016; Swain &
Lapkin, 1998, 2001; Watanabe & Swain, 2007); however, most of this research has been
situated in lower-level language courses or in middle school immersion classrooms. The most
common task types used in this research are the dictogloss or the jigsaw, which focus learners’

attention on word- or phrase-level lexical and grammatical issues.

Building on those two strands of research, Rose (2018) extended the use of collaborative
dialogues to an upper-level course centered on literary and cultural texts of the French-speaking
world. Students participated in one pair or small-group conversation per week with the same
partners for the whole semester. In the sessions, which were filmed for later analysis, the
participants discussed the content and materials of the course, sometimes in response to open-
ended questions assigned by the instructor and sometimes without any such direction. The
participants knew they were being filmed, which may have increased their compliance with the
weekly task, and they constituted a small sample size, which may have affected the
generalizability of the results described here. Nevertheless, qualitative analyses suggest that
participants’ oral language development benefited from the weekly discussions in several ways:
(1) the learners provided content-related lexical support to each other; (2) they focused on
speaking to explore and share their perspectives on course content; and (3) they (both
consciously and incidentally) rehearsed explanations and interpretations that they applied to
subsequent class discussion.

Unsurprisingly, given the pedagogical purpose of the weekly discussions, Rose (2018)
found that the students spoke mostly about course content (82% of the words produced). Their
focus, however, did not preclude providing linguistic assistance to each other. Because talk that
was explicitly language related in the context of making meaning (what Swain, 2006, has termed
languaging) was both brief and rare (4.8% of the words produced), we cannot say that the weekly
discussions provided students with opportunities to negotiate for meaning. However, the
discussions did provide many opportunities for the participants to produce more language and

develop their ideas. In sociocultural terms, they used language to mediate their understanding of
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complex topics and, in so doing, advanced both their language development and their
understanding of the texts they discussed.

Rose (2018) also showed that the weekly collaborative dialogues were a space where
language learners could discuss content at various proficiency and cognitive levels. For her
analysis, she categorized content-related talk into four cognitive processes that were drawn from
Bloom’s Revised Taxonomy (Anderson & Krathwohl, 2001): remembering, understanding,
applying and analyzing, and evaluating and creating. The analysis showed that the segments of
talk in which the conversation partners engaged in the two deepest cognitive processes (i.e.,
applying and analyzing, and evaluating and creating) were also those that lasted longer and that
consisted of a greater number of words produced. Moreover, within each pair or group of three,
the speaker who engaged in deeper cognitive processes typically contributed more to the
conversation in the category of content-related talk than his or her partner(s). In and of itself,
this finding is not surprising; talk at these more complex cognitive levels is not accomplished as
quickly as talk in which the participants remember factual information or check their literal
comprehension of a text. What was surprising, however, was the low correlation between ratings
on an oral proficiency test and the ability to engage in collaborative dialogues at a cognitively
deep level. Given the small number of participants, this observation is only anecdotal. It does,
however, point to the various ways that weekly discussions can help students across a range of
speaking and analytical abilities to better understand, analyze, and develop their arguments
about course-related texts.

The examination of the weekly collaborative dialogues in this study revealed numerous
connections between them and student talk in either previous or subsequent class discussions. In
some cases, class discussion served as a springboard for discussion in the subsequent weekly
collaborative dialogue. This happened most frequently when the instructor had not given
students guidance for their discussion; understandably, pairs tended to talk about something
that had come up in the previous class. When engaged in remembering and understanding,
participants briefly referred to facts, small details, or main points that had already been discussed
in class. When their conversation partner had missed class, they also summarized class

discussion. The participants with stronger analytical skills sometimes developed entire
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arguments in the target language, usually with lexical support, content knowledge, or
clarification questions from their partner.

In other cases, the weekly collaborative dialogues were a site for preparation for
subsequent class discussions. This often happened when the instructor’s guiding questions
pointed the students to a topic that she planned to raise in the upcoming class session. When
students had an upcoming class presentation, they sometimes used their weekly meeting to
practice and receive feedback (related to both language and content) on their presentations. Still
others built and rehearsed arguments that, when later shared in class, were expressed with
greater fluency, complexity, and accuracy than had been the case in the collaborative dialogues.

The practice of weekly content-focused pair or group collaborative dialogues, which
sustains the comprehension of class content and promotes cognitive engagement, also provides
language learners with additional time to develop their speaking skills, offer linguistic support to
one another, rehearse subsequent class contributions, and produce extended discourse, an
essential feature of the Advanced level of proficiency. These linguistic benefits are all the more
relevant in light of previous literature, which demonstrates that the majority of literary-cultural

upper-level courses do not provide these opportunities in class.

Conclusion

The data collected in conjunction with the Language Flagship Proficiency Initiative on language
skill development across the undergraduate curriculum (Rubio et al., 2018) have shown that
foreign language learners still struggle to reach the Advanced level of speaking proficiency,
despite years of academic course work, study abroad, and experiential learning opportunities.
Despite the call for curricular reform issued by the MLA Report (2007), surveys and classroom-
based studies reveal that the language-literature divide remains a reality. The need to support
learners’ oral proficiency development is particularly important in upper-level courses to provide

the conditions for them to progress within and beyond the Intermediate level.

In this chapter, we have presented two pedagogical approaches that support the
development of oral proficiency while integrating language and literary-cultural content: pre-
speaking modules and collaborative dialogues. Pre-speaking, a teacher-led planning activity,

guides students’ attention to both language and content. It allows students to brainstorm specific
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forms and ideas while reviewing materials and anticipating mistakes. Pre-speaking gives language
learners the support they need to perform linguistically challenging tasks, a practice that, over
time, can promote language development to a higher proficiency level. In contrast, collaborative
dialogues provide students with opportunities to use the spoken language with each other
without the intervention of the instructor and away from the instructor-dominated IRE
interaction pattern found in some classrooms. The conversations provide a space to practice
speaking while engaging with course content, preparing students to understand and contribute
to deeper class discussions. Pre-speaking and collaborative dialogues are indeed two types of
activities that can help students progress along the proficiency continuum and, in particular, can
facilitate proficiency development within the Intermediate level that typifies post-secondary

language majors, and perhaps move beyond it.
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Collaborative Dialogues in Upper-Level
Spanish Literature and French Linguistics Classes

Anne Violin-Wigent and Tony Grubbs, Michigan State University

Introduction

The Goal of Oral Proficiency

According to the ACTFL/CAEP Program Standards for the Preparation of Foreign Language

Teachers (2015, p. 3), teacher candidates should be
able to communicate effectively in interpersonal, interpretive, and presentational
contexts. Candidates speak in the interpersonal mode at a minimum level of
“Advanced Low” (French, German, Hebrew, Italian, Portuguese, Russian, and

Spanish) or “Intermediate High” (Arabic, Chinese, Japanese, and Korean) on the
ACTFL Oral Proficiency Interview (OPI).

This proficiency requirement has impacted most students majoring in a foreign language,
whether or not they choose to become teachers, as it is viewed by many university professors, at
least at Michigan State University (henceforth, MSU), as an exit goal for language majors. Yet,
several studies (Heidrich & Kramer 2018 for German only, Brooks & Darhower 2014,
Hammadou Sullivan 2011, and Swender 2003, to name a few) point to the fact that this goal is
not easily attained by students. In early studies of successful teacher candidates, Swender (2003)
claims that only 47% of graduating majors reached Advanced Low while Hammadou Sullivan
(2011) reports that, out of the 734 participants she surveyed, 527 reached Advanced Low or
higher, leaving 28% of candidates below the necessary proficiency level. In her analysis of
strategies used by both groups to prepare for the OPI, two stand out as chosen only by the
successful group: watching TV or movies in the target language and practicing with native
speakers. At MSU, between 2013 and 2017, the passing rate for the Michigan Test for Teacher
Certification (which includes content exams in addition to the OPI) averages around 70% for
French and Spanish combined. It is, however, impossible to tell from the report provided by the

Michigan Department of Education, what section(s) of the MTTC were failed.



The Place of Oral Proficiency in the Curriculum
As described by Paesani and Allen (2012, p. 69), the great divide between language classes and
content classes is still very present at the post-secondary level: “Although the research reviewed
promotes integration of language and literary-cultural content at the advanced undergraduate
level, the specific place of that content in a holistic collegiate FL curriculum has not been
solidified.” Hertel and Dings (2014 and 2017) continued to explore this issue by underlining the
disconnect between what university students and alumni look for in a language program as
opposed to the faculty designing the curriculum. Indeed, most of the 104 faculty members they
surveyed see the value of traditional content classes, in particular classes on literary and cultural
studies, focused on developing critical thinking skills and cultural knowledge. However, about
32% of the current learners and 30% of the former learners surveyed for the 2017 article chose
“advanced conversation” as the most important course (when forced to select only one course,
vs. 12.5% for faculty members).

In sum, faculty affirmed the importance of the more traditional components of the

curriculum, particularly the study of literature. In contrast, students and alumni

commented on the importance of being able to apply the skills and knowledge

gained in their coursework to their careers and personal lives. (Hertel & Dings,
2017, p.711)

As they point out, this disconnect between what faculty and students prioritize in foreign
language programs is exacerbated by different opinions about attention to speaking development
across the curriculum. Whereas faculty in the study felt that speaking development was
“integrated organically into all courses,” students and alumni felt they had “inadequate
opportunities to develop speaking abilities throughout their undergraduate courses” (Hertel &
Dings, 2017, p.712).

In this context, and to increase the amount of oral communication in upper-level classes
that are traditionally focused on content, the authors decided to implement weekly collaborative
dialogues in their own classes described in the next section, with the hope that oral proficiency
would increase. These dialogues were conceptualized and implemented by Rose (2018). After
describing the context for these activities, we will provide samples of topics used for dialogues in
two different classes, one in Spanish and one in French. In doing so, we explain how the

dialogues fit in the content of each class, how students reacted to them through the presentation
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of qualitative results, as well as how learners’ progress was meant to be assessed (even though we
do not provide quantitative results here). We conclude by discussing the implications and
outcomes of these activities for students and faculty, and suggest directions for future research

possibilities.

Context

The French and Spanish Programs at Michigan State University

The French and Spanish programs offer both a minor and a major and can be labeled as fairly
traditional in terms of the focus or theme and sequencing of upper-level classes as it tends to
reflect the language vs. content divide mentioned earlier. For example, third-year classes
required for either program consist of a composition class, a conversation class, a pronunciation
and phonetics class, and an introductory class on reading literature (each worth 3 credits). In
addition, Spanish offers and requires a third-year bridge course on basic Spanish grammar with
explicit grammatical instruction, also for 3 credits. Among the 400-level classes, students can
take courses on literature, culture, and linguistics, although a typical semester will offer more
classes on literature than on the other topics. Most students enrolled in 300- and 400-level
classes will complete a minor, with only a few students majoring in the language. However, for
most of these students, Spanish or French is not their only majors, but rather, it is associated
with a wide array of other or primary majors, such as international relations, global studies,
biology, political science or theory, business, economy, etc. Majors are expected to complete 36

to 40 credits while minors complete 21 credits.

The Two Classes Under Study

Three classes were selected to implement collaborative dialogues, one in Spanish and two in
French, all of them taught in the Spring semester of 2018 and worth three credits. After
attending a workshop on strategies to increase oral proficiency in upper-level language classes in
the fall of 2017, the authors chose to implement collaborative dialogues in one of their classes
the following semester. Another French class was added to the project, even though it was taught
by another instructor who was not trained by the same group (but by the first author instead).
The classes taught by the authors are described in more details below. The third class was added

to collect data on the implementation of collaborative dialogues in a 400-level class focused on
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literature and culture, to supplement the 400-level linguistics class taught by the first author and
the 300-level literature class taught by the second author. The French classes met two days a
week for one hour and twenty minutes. The Spanish class met once a week for an hour and fifty
minutes with a third hour of class done online as it is three credit hours and technology-
enhanced. The additional hour consists of activities completed online as well as the collaborative

dialogues described below.

The Spanish class, taught by the second author, is a multi-section 300-level introduction
to reading Hispanic literature (SPN 350). It is described as “Close reading of poetry, drama, and
prose” in the university catalog of courses and is taught every semester. SPN 350 is a required
course for the Spanish major and minor. It is also the prerequisite for subsequent literature
courses at the fourth-year level.” The course description in the syllabus is the following:

This course is an introduction to Hispanic literature. By reading texts from a

variety of literary genres, including the short story, poetry, and drama, we will not

only experience the diversity of Hispanic literature but also develop skills for

analyzing literary texts. We will also periodically incorporate music and film into

our readings, exploring how each medium effectively transmits the personal

expression of the artist within the context of their historical and cultural tradition.

The aims of the course include improving the students’ reading, writing, and oral

expression in Spanish; widening their cultural horizons; and making them more
receptive readers. This class will be taught in Spanish.

Course objectives are also mentioned in the syllabus:
By the end of the course, the student should be able to demonstrate the following:

1. General knowledge of major literary movements from the 1500s to present day.

2. The capacity to analyze important literary texts and examine the socio-cultural and
historical background that influenced these works.

3. An understanding of many of the concepts and much of the terminology central to
literary discussion and analysis.

4. The capability to recognize and discuss the representation of gender in various
literary genres and time periods.

5. The competence to write thoughtful analytical essays.
6. The ability to incorporate and explain learned material in relation to a specific topic.
The French classes were both 400-level content classes but only the one on linguistics

(FRN 430, taught by the first author) will be discussed here. FRN 430 is described as “Key issues
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in French linguistics and contrastive structures of French and English.” It is taught every Spring

semester but topics alternate so that the class described here was focused on syntax and

sociolinguistic variation. More precisely, the syllabus for this class states that:
The primary goal of this class is to give an overview of some of the main issues in
French linguistics. In this class, we will focus on two aspects, starting with syntax,
in which we will discuss the construction of sentences, the importance of the
verb, complex sentences with subordinate and relative clauses, and questions with
movements. In other words, the first part of this class will explain how native
speakers of French form sentences such as “Mon neveu aime les macarons” [my
nephew like macarons| or “Mathieu donne un macaron au chocolat a sa mere”
[Mathieu gives a chocolate macaron to his mother]. We will then move on to
question formation and emphasis with examples like “Qui veut manger des
macarons?” [who wants to eat macarons?] and “Clest Mathieu qui a mangé les
macarons” [It was Mathieu who ate the macarons]. In the final part of syntax, we
will analyze complex sentences such as “Les macarons que Mathieu préfere sont au
chocolat” [the macarons that Mathieu prefers are chocolate ones] or “Je préfere que
Mathieu mange des fruits” [1 prefer that Mathieu eats fruit]. In the second part of
the class, we will study geographical variation through topics such as the minority
languages in France, regional dialects and accents in France, and some
phenomena characteristic of spoken French.

As can be seen in the descriptions of the courses above, there are almost no references to
oral proficiency. This reflects the fact that these descriptions were written prior to the initiative to
include collaborative dialogue and were not revised. Though not included as a goal for the class,
collaborative dialogues counted toward the students’ final course grades. In both classes, it
represented 10% of the final grade for the course (see below for a more detailed description). All

dialogues were graded on completion.

Focusing on Proficiency

As mentioned above, the focus on proficiency for the class itself is not explicit in the syllabus. It
is, however, clearly stated in the description of the collaborative dialogues. The SPN 350 syllabus
(provided in Appendix A, in particular, the section entitled “collaborative dialogue” under
section V) describes the goals of these activities as “to better your understanding of a key topic of
the week’s materials, and to improve your speaking proficiency in Spanish.” The French class, on
the other hand, focused solely on proficiency development as the goal for the dialogues: “In

order to help students develop their oral skills, weekly dialogues are included in the class.” The

Instructional and Curricular Models for Post-Secondary Language Programs | 39



two authors also adopted a different approach to the dialogues in terms of implicit vs. explicit
references to particular elements of language proficiency as the section entitled “Samples” below
will illustrate. In addition, the expected proficiency goal, though largely unstated, was different
for both classes to reflect the difference in levels. Indeed, whereas the target for FRN 430 was the

Advanced level, SPN 350 aimed around Intermediate Mid to High.

Without going into details (see Appendix A for both syllabi), the focus in FRN 430 was
for students to “engage in conversation in a clearly participatory manner” on a fairly wide range
of topics, from personal to more abstract ones, as well as the ability to narrate and describe “in
the major time frames of past, present, and future” (ACTFL Proficiency Guidelines, 2012). In
addition, they were prompted to speak in longer stretches to reach the equivalent of an oral
paragraph, although this expression was not share with the learners in the class. On the other
hand, learners in SPN 350 were expected to produce shorter stretches dealing with more
restricted topics of conversations, often based on class material. While mostly focused on the
present time frame, these learners are still prompted to use other timeframes to help them move
toward advancedness.

Since both classes described involve a fair amount of reading and used reading as an
inspiration or source for some of the dialogues, some of the descriptors of Advanced reading
were taken into account in framing the dialogues as well as the prompts. In particular, we
expected our students to be able to “understand the main idea and supporting details of
authentic narrative and descriptive texts” as well as to “read subject matter that is new to them”
especially when “the subject matter pertains to real-world topics of general interest” (ACTFL
Proficiency Guidelines, 2012).

Some elements of the descriptions of the Advanced level (or higher) were selected to be
the focus of the collaborative dialogues. For example, it was crucial and, therefore, underlined
several times during the semester, that students would be able to use various time frames in their
dialogue. To ensure that students were aware of this, as illustrated in the samples below,
particular communicative, grammatical or language functions were specified in the prompts.
This was much more explicit in FRN 430 than in SPN 350 as learners in the Spanish class were
able to work with a more limited number of such functions. But learners were still occasionally

asked to produce some elements at the Advanced level. Another element of Advanced

40 | Developing Advanced Speaking Proficiency



proficiency we stressed was the importance of unplanned speaking so as to develop the ability to
“engage in conversation in a clearly participatory manner.” We also underlined the need to give
answers that were longer than a couple of sentences so as to encourage students to produce
paragraphs. Finally, since, as readers, they were supposed to be able to understand the main idea
and supporting details the texts they read, most topics asked them to move beyond summaries
or descriptions toward more abstract and analytical skills. The samples in the section below will
illustrate this approach, showing a range of language or grammatical functions included as well

as of topics (from familiar or personal questions to more abstract ones).

Description of Sample Activities

Logistics for Implementing Dialogues

In both classes, collaborative dialogues represented 8% of the final grade for the course with an
additional 2% going to the journals that students were asked to write about their experience (in
either English or the target language per learners’ choice) in the middle and at the end of the
semester. In the Spanish class, these 10% came from two different sources compared to the
previous syllabus without dialogues: 5% replaced class participation and 5% came from the
category “online quizzes” as they were part of the classwork to be done outside of class. For the
French class, the 10% of the final grade that used to be devoted to weekly class participation was

replaced by dialogues and journals.

In both classes, students were required to meet every week, starting in week 3, and to
complete a total of 11 dialogues, in groups of two or three. They were asked to have a natural
conversation about the assigned topics and, therefore, were told to prepare minimally prior to
the actual recordings, as the goal was to develop spontaneous speaking abilities. They were
encouraged to address all the prompts given, but not required to do so or in the order given.
Students in SPN 350 were told that dialogues should last between 15 and 20 minutes whereas
students in FRN 430 were told that each person in the group needed to talk for a minimum of
10 minutes. To ensure that all the students used their own time, instead of one talking for more
than 10 minutes, they were told to use the stopwatch function on their phones to time their

actual speaking time. Students were asked to use Audacity to record the conversation and given a
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brief demonstration and guidelines on how to use Audacity (shared in Appendix B). Each
conversation was then uploaded on the course management system.
Each dialogue topic was given about a week before the due date with the following

reminders about the procedure:

e Steps
o One person gives their answer to the first question.
o The other partner(s) ask(s) for clarification, expansion, justification, etc.
o The next person gives their answer, etc.
o Same pattern for the next question but a different person speaks first.
e Content
o Students should include the language functions listed in the questions.

o If the dialogue is shorter than the required time, students should be prepared
to discuss other topics (e.g., movies, food, family, classes, weekend activities,
etc.).

o Don't feel rushed, let the conversation flow.
Sample Themes and Topics
The two tables below provide an overview of the themes addressed in class during the weeks of
the dialogues, along with the dialogue themes. As can be seen in Tables 1 and 2, both classes
included two types of prompts. Some dialogues were related to the readings and topics discussed
in class and were used to enable students to review, clarify, and elaborate on the material
previously discussed or to prepare them for the material to come, almost as a pre-reading
activity. Other prompts were more general in nature and aimed at promoting cultural and artistic

awareness and facilitate spontaneous conversations.
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Table 1. Weekly Themes for SPN 350

Class theme

Dialogue theme

Dialogue 1

Dialogue 2

Dialogue 3

Dialogue 4

Dialogue 5

Dialogue 6

Dialogue 7

Dialogue 8

Dialogue 9

Dialogue 10

Dialogue 11

Romanticism, realism, and
naturalism

The Latin American Boom

Social realism and post-war
Spain

Intro to poetry and mystical
poetry

Renaissance and baroque
poetry

Romantic poetry and
modernism

Avant-garde poetry

Intro to theater and Golden Age
theater

Grotesque theater

Theater of the absurd

20th century Spanish theater

Descriptions, the role of women, symbols, and irony in the
readings

Surrealism and disorientation in the readings

Family and trauma in the readings

Poetry and how the arts reach their audience

The ephemeral and disillusion in the readings

Discussion and comparisons between the poems of the

readings

Religion in the reading and personal discussion of poetry

Personal experience with theater

Adapting literary works to a different medium and discussion

of the reading
The message, style, and characters in the reading

Love, gender, and power in the readings
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Table 2. Weekly Themes in FRN 430

Class theme Dialogue theme
Dialogue 1 Types of sentences and basic trees  Personal experiences with ambiguities and misunderstandings
Dialogue 2 Structural ambiguities Personal motivation for learning French
Dialogue 3 Mood, voice, and negation. More ~ Preparing to interview someone to find out about a French
trees town
Dialogue 4 Questions Comparing question structure in your previous dialogue with
readings
Dialogue 5 Dislocations Dislocations and preparing for the journal
Dialogue 6 Coordination Personal experience learning the subjunctive
Dialogue 7 Subordinate and relative clauses Spring break
Dialogue 8 Relative ‘pronouns’ and the The reality of the subjunctive
subjunctive
Dialogue 9 Causative and perception verbs Free topic
Dialogue 10 Characteristics of oral French Oral French and slang
Dialogue 11 Verlan and regional variation Regional language and regional varieties of French

Sample Question Prompts for SPN 350
All prompts for the collaborative dialogues were in Spanish. Below are six questions that were
included in SPN 350 translated to English. The list of all the prompts in Spanish is given in
Appendix C. The first three prompts below fall under the first category above related to class
material, while the last three illustrate the second, more general, type of prompts. After each
prompt, we added (in square brackets) the target communicative and grammatical functions that
were included, even though these functions were not explicitly stated for students (adapted from
https://www.actfl.org/publications/guidelines-and-manuals/actfl-proficiency-guidelines-
2012/english/speaking).

1. In her poems, Sor Juana Inés de la Cruz develops the notion of disillusion. Talk about

how she develops this theme and why it is relevant to the era in which she wrote.
[combining learned material to express personal meaning, using the present tense]
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2. Talk about the political aspects of José Marti’s poetry. How does the poet express
political views? Do you think that politics and poetry mix? Explain. Can you think of
any contemporary examples? [combining learned material to express personal
meaning, using the present tense, providing evidence to support an opinion]

3. Gender roles. Discuss gender roles as they are represented in José Luis Alonso de
Santos’s three plays. What do you notice about them? Are they inverted, traditional,
or balanced? What does this tell us about relationships in contemporary times
according to Alonso de Santos? Are there similar cases in your life? [combining
learned material to express personal meaning, using the present tense, providing
evidence to support an opinion]

4. Have you ever been to the theater? What did you see? Did you like the experience?
Why or why not? [narrating in the past tense]

5. In your opinion, is theater a relevant art form in the modern world? Explain your
answer. Has something else replaced theater? Explain. [combining learned material to
express personal meaning, using the present tense, providing evidence to support an
opinion]

6. Isit worse to commit a sin of commission or a sin of omission? Why? Give examples
and counter-examples to support your opinion. [combining learned material to
express personal meaning, using the present tense, providing evidence to support an
opinion]

By combining text-driven prompts with more general questions, the students were able to
review the materials from the previous lesson and then use these conclusions as a point of
departure to formulate and express abstract ideas related their own experiences. Of course, it is

this second part that generates more original and meaningful conversations.

Sample Questions Prompts for FRN 430
All prompts for the collaborative dialogues were in French. Below are six questions that were
included in FRN 430, translated to English. The list of all the prompts in French is also given in
Appendix C. Just as the SPN 350 prompts above, the first three questions are linked with class
material, while the last three illustrate general prompts. Note that particular tenses and
grammatical elements were given explicitly to students in the class. However, additional
communicative and language functions were targeted and added in square brackets at the end of
the prompts, but not shared with students.

1. What do you think of the relative frequencies (given in the article) regarding the four

structures for question formation? Were you surprised by these frequencies? Why? If
not, what was the most surprising thing in this article? Why? Listen to your
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conversation from last week to analyze your own questions. What was the structure
of your questions last week? Were some structures more frequent than others? Some
question words? (Use the past tenses.) Were you aware of how you asked questions?
Compare what you do with what is described in the article. [narrating in the past,
comparing]

2. What do you think of the frequencies and figures given in the article regarding the
use of the subjunctive? Were you surprised by these frequencies? Why? If not, what
was the most surprising thing in this article? Why? Do you think that the subjunctive
is useful in French? Why or why not? Or should French teachers/the French
Academy/French textbooks eliminate it? Why? Do you think that the subjunctive
should be used in language classes? Does it depend on the level? In your opinion,
should teachers only teach some rules? Or all the rules? Why? (Use the conditional
and/or the subjunctive.) [providing evidence to support an opinion, giving advice and
recommendations]

3. We saw that the government doesn’t worry about protecting regional languages
because “there are no minorities in France, since every person is French [...
therefore,] it is not necessary to protect them.” What do you think of this attitude
towards minorities? Do you think that the government should protect regional or
minority languages? Why? What would you do it you were part of the French
government? (Use the conditional and/or the subjunctive.) [providing evidence to
support an opinion, giving advice and recommendations]

4. Imagine that you are going to spend a semester or a year in France. Explain in what
context it will be. Include elements like the town, your activities or reasons for going,
difficulties you anticipate, etc. (Use the future.) Make a list of all the question you're
going to ask someone from this town, to help you prepare for your trip and your stay.
Be precise in your questions to include all aspects of daily life (like grocery shopping
and food, phones, internet access, doctors and pharmacies, etc.) [discussing routine
tasks and social situations, narrating in the future]

5. Explain the use of the subjunctive. Summarize the rules that you know (it's not
necessary to review the rules, just talk about what is in your head at this point). How
was the subjunctive taught in previous classes? With rules and explanations? With
activities and examples? Do(es) your partner(s) give similar descriptions or was
everyone’s experience a little different? What do you think about the way the
subjunctive was taught? Was it a good or bad method? Why? What difficulties do you
associate with the subjunctive? Do you think that it is a useful tense in French? Why?
[providing evidence to support an opinion]

6. What did you do during break? Did you travel? Work? Study? Watch a movie or
series? Read a book? Cook? Did you enjoy it? Why? (Use the past tenses.) If you had
all the money and time needed, what would you do for vacation? Would you go to
one or more specific place(s)? Which one(s)? Why? Whom would you go with? What
would you do? (Use the conditional, the past conditional and/or the subjunctive.)
Will you have real vacations this summer? l.e. vacations with no responsibilities and
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when you can do whatever you want whenever you want. Or will you work to make
money? Or will you take classes? Talk about your plans for this summer. (Use the
future.) [narrating in the past and future, making hypotheses]

Additional explanation is needed for questions 1 and 4, and 2 and 5. The second
question in each of these pairs (4 and 5) seem to be general questions unrelated to the reading.
But in fact, they are actually preparation for the reading to come the following week and also
serve as the springboard of the dialogues for that week, given in 1 and 2, respectively, which
unpacked the reading and enabled students to express more personal opinions and further
interact with these readings. Answers to these pre-reading questions were not discussed in class
but students were encouraged to go back to their recordings and listen to their answers again to
be ready to participate fully in the following dialogue. From the recordings corresponding to

prompts 4 and 5 above, it was apparent that some students had not done so.

Assessment Instruments

Assessment instruments had two primary goals. The first goal was pedagogical in that it wanted
to gauge students’ reactions and perceptions of the dialogues to help us understand how students
felt about this activity and decide if we wanted to continue including it in the future. For this
goal, we used both the journals and the surveys described below. The other goal was to collect
data to answer potential research questions (for future studies) such as the following. Did
students increase their proficiency level over the course of the semester? What individual factors
may contribute to such an increase? What impact do collaborative dialogue have on fluency and
accuracy? This last question could be subdivided into sub-questions investigating tense usage,
agreements, sentence structure, range of vocabulary, pronunciation, etc. for accuracy and, for
fluency, length of turns, number, length, and types of pauses, number of hesitations, etc. For the
second goal, students took the OPIc or were given pre and post-tests. Each of these instruments,

starting with proficiency measures, is described below.

To evaluate the impact of these dialogues on the development of students’ oral
proficiencies, all 20 students enrolled in SPN 350 took the OPIc during the second and the last
week of the semester. For budgetary reasons, but also because we thought it might be more
difficult to see an improvement in the fourth-year class (where it was hoped that everyone was at

least at the Intermediate High level), the 24 students enrolled in FRN 430 did not take the OPIc.
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Instead, these students took a pre and post-test at the same time as the students in SPN 350. For
the pre and post-tests for FRN 430, students were given two short silent videos that took place in
France and were asked to describe each of them and then compare them. The two videos they
saw at the beginning of the semester were similar to the ones at the end in terms of theme or
storyline and length. Students recorded themselves for the description and comparison tasks
using Audacity and uploaded their recording to a survey in Qualtrics, a platform used to manage
surveys. The survey also included some items on demographic information. To assess the change
in fluency and accuracy, the dialogues themselves provide the data needed to analyze changes
during the semester. While not all dialogues include the same language elements (such as
particular tenses for example), these elements are repeated often enough during the semester to
yield information about a potential evolution.

Pedagogically-aimed data was gathered through journals and surveys that were assigned
in the middle and at the end of the semester. For the journals, both classes received the same
questions or prompts for each journal (provided in Appendix D). Students were given guidelines
for the first journal stressing the importance of honesty in their answers and using their language
of choice (target language or English) for responding to the questions. The questions in the first
journal addressed four elements: growth (what improvements they have seen so far), hurdles
(what they still struggle with), content (related to the topics of the conversations), and plans
(what they intend to work on in the future). For the second journal, the procedures were the
same but the content was expanded to include an evaluation of goals (both individual student’s
goals for the semester as well as if they felt that their professors reached the goals they had set up
for the dialogues) as well as recommendations for the future students who would be
participating in collaborative dialogues. All 44 students from both courses turned in journals as
these were part of the course grade. Journal entries were graded based on completion.

Finally, to receive more guided feedback on how students felt about the dialogues, we
administered a short online survey in the middle and at the end of the semester, using the course
management system. For logistical reasons, the survey was only given to French students (in
both French classes) with 2 points of extra credit each (for a total of 0.4% of their final grades).
This survey contained a total of 11 multiple-choice and multiple-select questions, each followed

by an open-ended question asking students to expand on the previous answer. The survey in the
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middle of the semester (see Appendix E) contained 22 questions as we wanted feedback on some
particular elements to see if we needed to make adjustments for the second half of the semester,
particularly in terms of partners, length of conversations, and topics. This initial section
containing six questions (Part 1 in the survey in Appendix E) was deleted for the final survey.
The second part of the survey focused on recommendations for implementing collaborative
dialogues in future iterations of the course. Questions in the second part of the survey asked
students about groups and partners, about frequency and length of the conversations, and about
grading and providing feedback. 21 of the 24 students in FRN 430 filled out each of the surveys
while 21 students in the other French class filled out the first survey but only five did so for the

second one.

General Results, Implications, and Future Directions
The results presented below focus on the qualitative data gathered from students’ written
comments in the journals and on the surveys described above. Since no formal analysis was

carried out, the data presented below should be approached as illustrative.

Qualitative Comments from Student Journals and Surveys

Overall, French students expressed very positive comments in their journals, even though some
students seemed reluctant to carry out these activities at the beginning of the semester, when
several students in the French classes expressed (to the first author after she explained the
activities on the first day of class) their concern or unwillingness to take on an additional
assignment. From the comments gathered in journals and surveys, learners expressed that they
felt that the dialogues served a number of purposes, ranging from the expected “practice
speaking the language” and “review materials” to more personal matters such as “build
confidence and camaraderie.” Indeed, the increase in confidence was the most frequent answer
to the journal question on growth “What have the group conversations brought you so far?” with
more than half of the students mentioning this in each journal, along with feeling more
comfortable with speaking. In addition, most students appreciated the guiding prompts since
they provided focus and structure for the conversation. Some students, however, expressed that
they wanted more mundane /non-academic topics so that they could develop their speaking

skills in a variety of contexts. These comments came, in particular, from the other French class
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that completed collaborative dialogues. Students in that class also felt that the content of the
dialogues were becoming too repetitive and that they were running out of things to say. For that
particular class, topics were adjusted mid-semester to include one ‘everyday’ topic after each two
course-related topics. Not all journal comments were positive, however. In particular, some
students judged the logistics of meeting with their partners every week was as difficult and

cumbersome.

According to their journal comments, students in SPN 350 understood the utility of the
exercise and how it fit into the framework of the class. They spent their time talking in Spanish
about relevant topics. Students expressed that they took a certain degree of ownership of the
material and that it was good to work in a small group, which was not always possible in regular
classes due to time constraints. They expressed that the collaborative dialogues also allowed
them to review course materials together. The second author noticed the effect of this as he
reports that there was less need for remedial work during class than in previous semesters. While
some concern might arise that the activity could introduce or reinforce incorrect information,
this proved not to be the case. Furthermore, at the beginning of the next class, he did a quick
review of questions from the conversations that also served as a conclusion to the previous lesson
and a warm up activity for the next.

One element coming out of the surveys given in the French classes was unexpected for
the authors, namely the overwhelming requests for feedback. Students reported not wanting to
be graded on the accuracy of content or language, but they wanted feedback on both. After
discussing this matter in class, students agreed that in the future, a good approach would be to
randomly select two or three groups per week to give feedback so each student would receive
feedback about once a month. This entails that rubrics should be developed to facilitate this

process for the instructor as it could easily become quite time-consuming.

Identified Challenges and Recommendations for Future Implementations

Several hurdles appeared throughout the semester. One of the difficulties was the fact that some
students over-prepared and read what they had written, hence defeating the purpose of
spontaneous communication. These students were strongly encouraged to stop doing so but one

group in FRN 430 was particularly reluctant. The two students in that group were so worried
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about not being able to talk for 10 minutes each that they felt the need to write everything out.
They also were such perfectionists that they refused to make mistakes or stumble for vocabulary.
After much convincing from the instructor, including an explanation of how much time they
would save by not writing everything out, they agreed to let go but it was obvious that they were

no longer enjoying the activity.

Logistically, grouping people proves difficult, especially for students who chose to work
in pairs with one of the two partners being sick and/or unreliable. To compensate, we had to
adjust some groups mid-semester to prevent the situation from repeating. Some of the stranded
students found very creative ways to compensate, by talking with a native speaker they found on
their own or joining another group at the last minute. Others just emailed the instructor saying
that they could not do the dialogue that week because of their partner. To prevent this from
happening in future iterations of the course, requiring students to work in groups of three seems
necessary, even if it might make it more difficult for them to find a common time to meet and
might result in longer conversations (30 minutes instead of 20).

The second author brought his own hurdle to the activity. He believes that the main
obstacle was self-imposed as he was initially hesitant to introduce the activity because of its
novelty. Indeed, he was almost apologetic as he explained it to the students, but their enthusiasm
quickly counteracted his initial reluctance. In his opinion, one reason why the collaborative
dialogues worked was due to the one arranged credit hour for a couple of practical reasons. First,
it helped ensure that the hour of work outside of class was being completed. Second, students
were more compelled to participate since the activity corresponded to part of the arranged hour.
Students in FRN 430 were also initially reluctant to have additional work but seemed to buy in
to the activity when the second author explained that it was only 20 minutes per week and when
they started noticing the benefits.

From the students’ perspectives, hurdles were linked to two elements: vocabulary
knowledge and/or retrieval and less improvement than they would have liked. Several groups
mentioned that they had to use English as a crutch (one student described this as “semi-fluent
Frenglish”). At the same time, they came up with their own strategies to overcome this
deficiency. In particular, one group started keeping track of unknown words to look them up

and use them later. After the first author became aware of this (and the other hurdles below)
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from the mid-semester journals, she did a short debriefing in class, stressing the importance of
learning to use circumlocutions. Regarding the issue of slow improvement, this was also
debriefed in class by explaining that students may not be aware of how much they are actually
improving as they may tend to focus on mistakes instead of improvements (maybe because
instructors tend to correct instead of encourage). The instructor then explained that language
acquisition is slow, that improvements in grammar take even more time than those in
vocabulary, and that they needed to be patient. Along with the need to persevere, she stressed
the importance of putting oneself in “linguistic danger” and to let go of perfectionism so as to
accept errors as a normal part of the learning process. At the same time, she offered some
suggestions to ease their concerns, such as preparing a short list of words or expressions to be
included in their conversation, or reviewing some conjugations (in the tense mentioned in the
prompts) before meeting with their partner(s). These elements should be included earlier in the
semester to make students aware not only of strategies to compensate for limited vocabulary
knowledge but also of the hurdles and frustrations they might encounter throughout the
dialogues.

As mentioned above, the second author noticed that less time was spent in class on
remedial comprehension questions as these were discussed during the dialogues. He also noticed
an increase in class participation, even though it is difficult to say whether it came from the
additional practice provided by the dialogues or from a more talkative group of students. The
first author did not notice any change in class participation as a class on syntax provides very few
opportunities for discussions. Both authors have been very pleased by the possibility to include
such meaningful speaking tasks in a low stake environment in their classes. So much so that they
decided to continue including collaborative dialogues in all their undergraduate classes and have
presented the idea and some results to the faculty in their department, encouraging them to
implement them in their own classes. We also shared the ideas for improvements mentioned
above such as including a variety of topics, grouping students in triads, providing feedback, etc.
as a way to provide a simple model for faculty teaching upper-level courses to continue
including activities focused on the development of language skills, hence helping to bridge the

divide between language and content classes.
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Implications for Research

These activities have yielded a large amount of data. Some of it will be faster to analyze, such as
OPIc scores, but may not give researchers much information beyond such a global rating. For
example, of the 20 students enrolled in SPN 350, half showed an improvement on the OPIc
between the beginning and the end of the semester, including two students who improved by
two sub-levels. By the end of the semester, only one student was rated as Intermediate Low (vs. 7
at the beginning), 12 were rated as Intermediate Mid (vs. 11), and 7 at Intermediate High (vs. 2).
As there was no control group, it is not possible to isolate collaborative dialogues as the reason

for the change, as opposed to sheer language exposure and practice linked with the class.

A finer analysis of the implementation of the collaborative dialogues may prove very
beneficial for insights into the students’ learning process and their upward movement toward
Advanced proficiency, as well as into programmatic and curricular development. In particular,
research can include other types of data such as students background, study abroad experiences,
and the number of other language classes they take within the same semester of project
implementation. In addition to such data, other linguistics elements could be investigated.
Among those, one can analyze the impact of these dialogues on fluency (traditionally measured
with mean length of utterance, number of syllables per minute, number and length of pauses,
etc.), on lexical development (with elements such as variety of words, frequency of vocabulary,
inclusion of connectors, etc.), and on grammatical accuracy and complexity (with elements such
as agreements, number and type of complex sentences, etc.). The first author has already
included some of the dialogues in a longitudinal study of the acquisition of French liaisons to
investigate what liaisons were produced accurately by students during guided activities in a
third-year class on French phonetics and pronunciation and, several semesters later, in the
spontaneous dialogues described here.

These investigations should, in turn, shed light on aspects of the curriculum that may
need to be modified to help students reach the level of proficiency, accuracy, and/or complexity
that faculty expect at the end of the program. It can also provide supporting evidence for
program assessment. At a more immediate level, we hope that the qualitative comments gathered

from students encourage faculty members who might otherwise be reluctant, to adopt these
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activities for their own classes. We hope to have shown that collaborative dialogues lend
themselves to any class content (from literary studies to abstract theoretical syntax) and are very

easy to implement.
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Appendix A

Relevant Sections of Syllabi and Sample Units
SPN 350-001 Introduction to Reading Hispanic Literature
Meets Wednesdays, 12:40-2:30 pm

I. Course Description

This course is an introduction to Hispanic literature. By reading texts from a variety of literary
genres, including the short story, poetry, and drama, we will not only experience the diversity of
Hispanic literature but also develop skills for analyzing literary texts. We will also periodically
incorporate music and film into our readings, exploring how each medium effectively transmits
the personal expression of the artist within the context of their historical and cultural tradition.
The aims of the course include improving the students’ reading, writing, and oral expression in
Spanish; widening their cultural horizons; and making them more receptive readers. This class

will be taught in Spanish.
Il. Course Objectives
By the end of the course, the student should be able to demonstrate the following:

1. General knowledge of major literary movements from the 1500s to present day.
The capacity to analyze important literary texts and examine the socio-cultural and
historical background that influenced these works.

3. An understanding of many of the concepts and much of the terminology central to
literary discussion and analysis.

4. The capability to recognize and discuss the representation of gender in various
literary genres and time periods.

5. The competence to write thoughtful analytical essays

6. The ability to incorporate and explain learned material in relation to a specific topic.

Required text:
Virgilio, Carmelo, et al. Aproximaciones al estudio de la literatura hispanica. 7th ed. Boston:
McGraw Hill, 2012.

*Other required readings are available in D2L for download.
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1. Course Evaluation

Final grade: Grading sale:
3 Exams 45% 100-93 = 4.0
Online Pruebas (in the Modules) 10% 92-87 =3.5
3 Reaction Papers 15% 86-80 =3.0
In-class participation, preparation 5% 79-77 =2.5
Completion of Modules 5% 76-70 =2.0
Poetry Quiz /Pop quizzes 10% 69-67 =1.5
Collaborative Dialogues 10% (8%/2%) 66-60 =1.0
59-0 =0.0

NO EXTRA CREDIT IS OFFERED IN THIS CLASS.

IV. Description of Assignments

Collaborative Dialogues:

Every week, you will meet with your group and complete a short discussion about a topic
assigned by the professor. These concentrated exchanges will serve two purposes: to better your
understanding of a key topic of the week’s materials, and improve your speaking proficiency in
Spanish. If you cover the discussion topic before the time has passed, continue your discussion
in Spanish of another topic. These conversations will be recorded and uploaded to D2L for
review by the professor. The group can use a smartphone and an application such as Audacity to
record the conversation. This activity is considered as part of the 1-arranged hour of the class; it
is in addition to other activities in the D2L modules that also are part of the coursework
completed outside of the classroom. Reading, homework, and class preparation are separate from
the 1-arranged hour. The collaborative dialogue activity is mandatory. The collaborative
dialogues need to be completed before the beginning of class the following week. If a group
member does not participate 2 times, there is an automatic deduction of 10%, the value of the

activity toward the final grade.
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V. IMPORTANT DATES

Date

Activity

Wednesday, 1/10

First day of class

Sunday, 2/4

Reaction Paper 1 is due by 11:59 pm (submit on D2L)

Sunday, 2/11

Exam 1 is due by 11:59 pm (submit on D2L)

Wednesday, 2/21

Poetry Quiz (in class, 30 minutes)

Sunday, 2/25

Reaction Paper 2 is due by 11:59 pm (submit on D2L)

Sunday, 3/4

Mid-term Assessment of Collaborative Dialogues is due by 11:59 pm (submit on D2L)

Sunday, 3/18

Exam 2 is due by 11:59 pm (submit on D2L)

Sunday, 4/15

Reaction Paper 3 is due by 11:59 pm (submit on D2L)

Sunday, 4/29

Final Assessment of Collaborative Dialogues is due (submit on D2L) is due by 11:59 pm

Monday, 4/30

Exam 3 is due by 11:59 pm (submit on D2L)

Course Schedule

Unidad 1: Introduccién a la Narrativa (Semanas 1-5)

Semana 1 (1/10/18) Presentacion del curso / Introduccion a la narrativa

e lectura antes de clase: “Introduccion a la narrativa” (pp. 10-19)

e Temas de discusion durante la clase: La narrativa y normas de la clase

e Después de clase: Modulo 1 (D2L)

Semana 2 (1/17/18) La prosa medieval

e Lectura antes de clase: pp. 24-25, pp. 43—45, lecturas en D2L

e Temas de discusion durante la clase: Los movimientos literarios y la lectura asignada

e Después de clase: Modulo 2 (D2L), pretest del dialogo literario

Semana 3 (1/24/18) Romanticismo / Realismo / Naturalismo / Costumbrismo

e Lectura antes de clase: pp. 26-32, pp. 46—49, pp. 50-53
e Temas de discusion durante la clase: Los movimientos literarios y la lectura asignada

e Después de clase: Médulo 3 (D2L), didlogo literario 1
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Semana 4 (1/31/18) El Boom latinoamericano

e Lectura antes de clase: pp. 33-35, pp. 61-67, pp. 68-72
e Temas de discusion durante la clase: Los movimientos literarios y la lectura asignada

e Después de clase: Modulo 4 (D2L), dialogo literario 2, Reaction Paper 1- Narrativa

Semana 5 (2/7/18) Realismo social / La Espana de posguerra

e Lectura antes de clase: pp. 3640, pp. 79-82, lectura en D2L
e Temas de discusion durante la clase: Los movimientos literarios y la lectura asignada

e Después de clase: Modulo 5 (D2L), dialogo literario 3, Examen parcial (Narrativa)

Outline of Sample Units Integrating Collaborative Dialogues
February 7

e C(lass topic: social realism and post-war Spain

e Dialogue 4 topic: further discussion of the readings along the themes of sin, families,
existentialism, and trauma

e Proficiency goals of the dialogue: expressing and supporting opinions, narrating in
the past tense

e Content goals of the dialogue: unpacking of the reading

February 14

e (Class topic: introduction to poetry, how to analyze poetry, analysis of early works
e Dialogue 4 topic: personal experiences with poetry, further discussion of the readings
e Proficiency goals of the dialogue: expressing and supporting opinions

e Content goals of the dialogue: unpacking of the reading and preparation for next
week’s readings

February 21

e C(lass topic: Renaissance and Baroque poetry
e Dialogue 5 topic: comparing and contextualizing the poems assigned
e Proficiency goals of the dialogue: comparing, expressing and supporting opinions

e Content goals of the dialogue: unpacking of the reading and expansion to today
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FRN 430 French Linguistics (II)
Meets Monday and Wednesday 12:40-2:00

Course Objectives

The primary goal of this class is to give an overview of some of the main issues in French
linguistics. In this class, we will focus on two aspects, starting with syntax, in which we will
discuss the construction of sentences, the importance of the verb, complex sentences with
subordinate and relative clauses, and questions with movements. In other words, the first part of
this class will explain how native speakers of French form sentences such as “Mon neveu aime les
macarons” or “Mathieu donne un macaron au chocolat a sa mere.” We will then move on to question
formation and emphasis with examples like “Qui veut manger des macarons?” and “C’est Mathieu
qui a mangé les macarons”. In the final part of syntax, we will analyze complex sentences such as

“Les macarons que Mathieu préferent sont au chocolat” or “Je préfere que Mathieu mange des fruits.”

In the second part of the class, we will study geographical variation through topics such
as the minority languages in France, regional dialects and accents in France, and some
phenomena characteristic of spoken French.

To supplement these areas, next spring, a different version of FRN 430 will be offered
with a different focus. The first part of that class on phonetics and phonology will explain how
the sound system is organized in the brain of native speakers of French, with a particular
attention on how h-aspiré, liaisons, and schwas are represented mentally. In the second part on
morphology, we will focus on the number and gender of nouns and adjectives and on their
agreements, as well as on verb forms and oral conjugations, trying to explain why native
speakers rarely make mistakes even though the system may seem complex. Finally, the third part
on language acquisition will discuss some key moments and issues regarding how native
speakers acquire French, as well as some issues non-native learners face when learning French.

You can take each of these versions of FRN 430 once (for a maximum of 6 credits).

Big Picture Objectives
Through a deeper understanding of the abstract principles governing the French language, I

hope that you will
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1. Be able to move beyond what looks like arbitrary and random details to see the bigger
picture and inherent simplicity of the language;

2. Become aware of what all languages have in common as well as what elements are
particular to French;

3. Apply these elements to your own learning of French and develop your language skills;

4. Become aware that different people implement these principles differently in different
contexts and develop not only an awareness of these differences but also an appreciation
for them.

Expected Background
As you are starting this class, I assume that you have acquired a certain background that will be
used as the foundation for the class. We might do a brief review of some elements at times.
However, the following are assumed to be known:

1. The structure of French sentences, including what verbs take what kind of objects, what

elements are required in a well-formed sentence, how to ask questions, what relative
pronouns are, etc.

2. The phonetic system of French in terms of the pronunciation of standard French vowels
and consonants as they were presented in FRN 330.

Textbook

Analyse linguistique de la langue frangaise. 2007. Theresa Antes. New Haven: Yale University Press.
Additional readings on D2L (LS for lecture supplémentaire in the schedule below)

Grading Policy

Dialogues 8%
Journals 2%
Homework 40%
Quizzes 50%

Your final grade will be determined using the following scale:

1000-900 points = 4.0 799-750 points = 2.5 649-600 points = 1.0
899-850 points = 3.5 749-700 points = 2.0 599-0 points = 0.0
849-800 points = 3.0 699-650 points = 1.5
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Dialogues

In order to help students develop their oral skills, weekly dialogues are included in the class. For
these dialogues, students will work in pairs for about 10 minutes each and answer a series of
questions that will be posted on D2L. Each dialogue will be recorded using Audacity (and
exported as aiff or wav) or your phone provided the app/format used works with my computer,
and then uploaded on D2L in the right Dropbox. To ensure that all students are comfortable

with the technology, a test recording will be due on Saturday January 13 before 12:00noon.

It is strongly recommended that these conversations be done between Wednesday after
class and preparing for the following week since they ask for reactions about the reading done
during the week or prepares you for the readings for the following week. All conversations are
due on Saturdays at noon. Late work is not accepted and will result in a grade of 0 on the

assignment.
Journals/Journaux

In the middle and at the end of the semester, you will be asked to write a short reflective piece
on how you feel about these dialogues, what you're gained from them, etc. A series of questions
will be given so as to guide you in this process. Journals can be written in French, English or a
mix of both with the understanding that the honesty and clarity of your comments are crucial
and will be used anonymously in the French program at large. These journals are graded on

effort and completion.

Journals are to be typed in Word and uploaded in the right Dropbox no later than the
date on the schedule below. Late work is not accepted and will result in a grade of 0 on the

assignment.
Sample Unit Schedule with Collaborative Dialogue

15 janvier : Jour de Martin Luther King

17 janvier : Les syntagmes p. 138-145

20 janvier : Enregistrement 1 dans le labo B125

22 janvier : Les types de phrases et les arbres 101 LS2
24 janvier : Les arbres 102 LS3

62 | Developing Advanced Speaking Proficiency



27 janvier : Dialogue 1
Outline of Sample Units with Collaborative Dialogues

Week of February 5

e C(lass topics: mood, voice, negations, and syntax tree

e Dialogue 3 topic: Spending time in France in the future and asking questions about
daily life

e Proficiency goal of the dialogue: narrating in various time frames

e Content goal of the dialogue: providing data for next week’s analysis of questions

Week of February 12

e C(lass topic: questions

e Dialogue 4 topic: reflection on the readings about questions and analysis of self-
production

e Proficiency goals of the dialogue: narrating in various time frames and expressing
opinions

e Content goals of the dialogue: unpacking of the reading and self-reflection

Week of February 19

e (lass topic: dislocations

e Dialogue 5 topic: reflection on the readings about dislocations and preparation for the
journal

e Proficiency goals of the dialogue: expressing opinions, comparing, making hypotheses

e Content goals of the dialogue: unpacking of the reading and self-reflection
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Appendix B

Guidelines on How to Use Audacity

Install Audacity

1.
2.

Google Audacity (free sound recorder) or go to http://audacity.sourceforge .net/
Download and install

Record Using Audacity and Save

1.
2.
3.
4.

5.

In Audacity, use red button for recording, yellow square to stop, green arrow to
replay your recording at the end

Always listen to your recording before submitting

When happy with your recording, under file> EXPORT>

Make sure you give it LastNamelLastName2Dialogue# and that you select the
AIFF, WAV, or MP3 option for saving from the pulldown menu

DO NOT use . in the name of your assignment

Upload Recording in the Dropbox on D2L

1.

NOo VT W

Log on to D2L

Find the right drop box (either in the calendar or under the Assessment tab, dropbox)
Click on Add a file

Browse and select your recording from the pop-up window

Click on Add

It takes you back to the other page, CLICK ON SUBMIT

Click on Done
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Appendix C

Comprehensive List of Prompts for All Units For the Spanish and French

Courses

Spanish 350

Didlogo literario—1 (2 cuentos de “El Conde Lucanor”, “La camisa de Margarita” y “Las medias

rojas”)

Hay mucha descripcion en los cuatro cuentos. ;Como es diferente la descripcion vista
en los ejemplos de don Juan Manuel comparada con los otros dos cuentos? ;Hay una
diferencia en el lenguaje (figurativo o literal)? Explica

En los cuentos, ¢las mujeres tienen poder? Explica por qué si o no.

Esta claro que los cuentos de El Conde Lucanor ensenan pero también entretienen.
;Cuales son algunos aspectos entretenidos en los dos cuentos? ;Los mensajes son
relevantes hoy dia?

;Cuales son los simbolos usados en los cuentos de Palma y Pardo Bazan? ;Por qué los
autores utilizan simbolos en sus cuentos?

;Hay ironia al final de los cuentos? Explica. ;Cual tiene el final mas irénico?

Dialogo literario—2 (“La noche boca arriba” y “No oyes ladrar a los perros”)

;Qué entiendes del término surrealismo?
:Hay aspectos surrealistas en “La noche boca arriba™?

;Como se nota un sentido de desorientacion en los dos cuantos? ; Qué efecto tiene
para el lector y revela de la actitud del autor?

Habla de la perspectiva del mundo que presentan los dos cuentos.

Dialogo literario—3 (“Pecado de omision” y “El regreso”)

:Es peor cometer un pecado de omisién o un pecado de comisiéon? Explica

;Se retrata la familia de manera parecida en los dos cuentos? ;Coémo es la
representacion de familia en cada uno?

:Es existencialista “El regreso™?

Habla de como el trauma afecta a los protagonistas.
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Didlogo literario—4 (Poesia en general, “Romance de Conde Arnaldos”, “Noche oscura”)

e Parati, ;qué es poesia? ;Forma un parte importante en tu vida? ;Te gusta la poesia?
Explica.

e El “Romance del Conde Arnaldos” es un romance, una forma popular durante la edad
media. ;Cuales son los aspectos del poema que atraen a todos publicos? ;Hoy dia hay
formas de arte que son en gran parte populares? Da ejemplos y explica por qué.

e Explica las estrategias usadas por el poeta para expresar un concepto abstracto y
complicado a su publico.

e El misticismo era bastante controversial en la iglesia catélica durante el Renacimiento,
spor qué la institucion de la iglesia no favorecia la subjetividad del misticismo?

Dialogo literario—5 (Garcilaso de la Vega, Luis de Gongora, Sor Juana de la Cruz)

e Segun lo que has aprendido, explica las diferencias entre el Renacimiento y el Barroco

e En sus sonetos, Garcilaso y Gongora hablan del caracter efimero de la vida. ;Como lo
desarrolla en sus poemas? ;Donde ves las semejanzas y las diferencias? ; Qué relacion
tienen con la nocion de carpe diem?

e En sus poemas, Sor Juana desarrolla el concepto de desengario. Habla de como ella
desarrolla este tema y por qué es relevante a la época en que escribio.

e Describe el uso del materialismo como tema comun en este modulo. ;La perspectiva
cambia segun el poeta? ;Es un tépico relevante hoy dia?

Dialogo literario—6 (Gertrudis Gémez de Avellaneda, José Marti, Rubén Dario)

e Enel poema de Gomez de Avellaneda hay un tono nostélgico, ;como lo representa la
voz poética? ;Por qué existe este sentimiento en el poema? Explica con detalles. ;Hay
un sentido de aislacion? ;La voz poética expresa consuelo? Explica. ;Has
experimentado tu la nostalgia en tu vida? ;Cuando? ;Por qué?

e Habla de los aspectos politicos representados en el poema de Marti. ; Como los
expone el poeta? ;Crees que la politica se combina con la poesia? Explica. ;Hay
ejemplos actuales que te ocurren?

e El poema de Rubén Dario es un ejemplo de metapoesia, es decir, poesia sobre poesia.
Habla de los aspectos metapoéticos: jcomo describe el nuevo estilo de poesia
(Modernismo). ;Por qué los artistas no suelen seguir las normas tradicionales de arte?

e Compara y contrasta los aspectos formales y tematicos de los tres poemas. Nota que
hay ejemplos del Romanticismo y del Modernismo.
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Dialogo literario—7 (Rafael Alberti, César Vallejo)

Habla del uso de las imagenes religiosas en los poemas. ;Es presente y obvio?
:Es compatible combinar la religién con los estilos vanguardistas?
:Se parece “Angel de luz” a otro poema anterior que hemos estudiado? ;Cual y como?

Comenta sobre el sufrimiento o pesimismo en “La cena miserable” y “Los angeles
muertos”.

Al leer poesia de épocas diferentes y varios paises, jte gusta mas la poesia? Explica tu
respuesta. ;Qué has aprendido en cuanto a la explicacion de la poesia? ;Cual estilo te
ha gustado mas y por qué? ;Hay una forma que no te ha gustado? Explica.

Didlogo literario—8 (Introduccion al teatro)

;Como es diferente adaptar una obra para el cine comparado con el teatro? ;Has ido
al teatro una vez? ;Qué viste? ;Te gusto la experiencia? ;Por qué?
¢ (eg P ¢

En tu opinién, es el teatro relevante en nuestro mundo moderno? Explica por qué si
o no. ;Hay algo que ha reemplazado el teatro? Explica.

Dialogo literario—9 (Adaptacion, Mateo) grotesque

:Cual es tu adaptacion filmica/televisiva favorita de otra obra literaria? ;Por qué te
gusta? ;Hay muchos cambios con relacion al original? Explica.

;Seria facil adaptar Mateo para un publico moderno? Explica

Habla de la ironia al final de Mateo y como refleja la integracion de modernidad en la
sociedad.

Habla de los temas de la obra

;Por qué los personajes son impotentes en la obra? ;Cuales son los factores que les
afectan en su situacion?

Describe los aspectos realistas de la obra.

Dialogo literario—10 (Los fantoches) absurd

Describe como la obra rompe la ilusién dramatica y nos recuerda de su mensaje (i.e.
el metateatro)

:Qué es el mensaje de la obra? ;Es desconcertante? ;Hay algo positivo en ello?
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Si fueras director/a de la obra, ;como la montarias? Es decir, ;como serian el
escenario, los personajes, etc.?

;Se adaptaria Los fantoches al cine? Explica. ;Como seria?
;Quién es tu personaje preferido? ;Por qué?
Habla de los aspectos religiosos en la obra

:Ves algunos paralelos entre esta obra y Toy Story?

Didlogo literario—11 (Obras de José Luis Alonso de Santos) 20th ¢ SP theat

Segun las tres obras, ;como es el matrimonio hoy en dia? ;Notas una actitud distinta
sobre el amor comparada con otras obras? ;Estds de acuerdo con su perspectiva?
Explica.

Los papeles de género. Habla de los papeles de géneros en las tres obras. ; Qué notas?
:Son invertidos, tradicionales o equilibrados? ; Qué nos cuenta de las relaciones y de
la época actual segun Alonso de Santos?

;Quién tiene el poder en las obras? ;Como lo usa? Explica

Habla de los simbolos en las tres obras. ;Por qué usar simbolos para desarrollar el
mensaje?

En tu opinion, jes la forma corta de las obras eficaz en demostrar su mensaje?
Explica. ;Te entretienen las obras? ;Por qué?

Explica por qué es ideal ver una obra dramatica representada en vez de solo leerla.

French 430

Dialogue 1 : les ambiguités

Racontez une expérience personnelle dans laquelle vous n’avez pas été compris par la
personne a qui vous parliez? donnez des détails sur le contexte, la situation, le sujet
de la conversation, etc. (utilisez les temps du passé)

Comment vous étes-vous senti-e quand vous vous étes rendu compte du probleme de
communication? Qu’avez-vous fait pour résoudre ce probleme? (utilisez les temps du
passé)
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Dialogue 2 : pourquoi apprenez-vous le francais?

Pourquoi apprenez-vous le francais? Parce que ¢a vous intéresse? Parce que ¢a vous
est utile au niveau professionnel? Parce que vous avez envie d’aller dans un pays
francophone? Pour une autre raison?

Quels sont vos buts ce semestre en termes de votre apprentissage du francais en
général (pas seulement dans cette classe)? Est-ce que vous vous concentrerez sur un
élément particulier (parler, écrire, un point de grammaire, etc.) ou est-ce que vous
travaillerez d’une facon plus globale? Pourquoi? (utilisez le futur)

Quelles sont les activités que vous avez utilisées dans le passé pour étre en contact
avec le francais en dehors de vos classes? Pourquoi? Qu’est-ce qui est le plus utile a
votre avis? et le moins utile? Pourquoi?

Dialogue 3 : les questions 1

Imaginez que vous allez passer un semestre ou un an en France. Expliquez dans quel
contexte ca sera? Incluez des éléments comme la ville, vos activités ou votre raison
pour y aller, les difficultés que vous anticipez, etc. (utilisez le futur)

Faites la liste des questions que vous allez poser a une personne qui vient de cette
ville pour vous aider a préparer votre voyage et votre séjour. Soyez précis-e dans vos
questions pour couvrir tous les domaines de la vie quotidienne (comme les
supermarchés et la nourriture, le téléphone, l'acces a internet, le docteur et la
pharmacie, etc.)

Dialogue 4 : les questions 2

Que pensez-vous des fréquences relatives données dans l'article de chacune des
quatre possibilités de poser des questions? Avez-vous été surpris par ces fréquences?
Pourquoi? Si non, quelle chose a été la plus surprenante dans cet article? Pourquoi?

Ecoutez votre conversation de la semaine derniere pour faire une analyse de vos
questions. Quelle était la structure de vos questions la semaine derniere? Est-ce que
certaines structures étaient plus fréquentes que d’autres? Certains mots interrogatifs?
(utilisez les temps du passé)

Etiez-vous conscient-e de comment vous posiez des questions? Pourquoi? Pensez-
vous que votre capacité a poser des questions a un natif est appropriée? Pourquoi?
Comparez ce que vous faites avec ce qui a été décrit dans l'article.
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Dialogue 5 : les dislocations et la préparation du journal

e Apres avoir lu l'article pour lundi, que pensez-vous des dislocations? Les trouvez-
vous plutot bizarres ou inutiles, ou, au contraire, intéressantes et utiles? Pourquoi?
Discutez globalement des dislocations ou des exemples précis.

¢ Quelles recommandations feriez-vous a un étudiant qui suivra la classe le semestre
prochain? Pourquoi? Quelles choses auriez-vous aimé savoir avant de commencer la
classe? Pourquoi? (utilisez le conditionnel, le conditionnel passé et/ou le subjonctif)

e Comparez votre confort a parler francais maintenant par rapport au début du
semestre : étes-vous plus ou moins a I'aise a 'oral? Pourquoi? Est-ce que vous avez
des hésitations? Dans quelles situations? Qu'est-ce qui peut étre fait pour aider cela?
Par qui? Pourquoi est-ce que ces choses vous aideraient?

Dialogue 6 : le subjonctif 1

e Expliquez l'utilisation du subjonctif. Faites un résumé des regles que vous connaissez
(il n’est pas nécessaire de revoir les regles, just talk about what is in your head at this
point).

e Comment est-ce que le subjonctif a été enseigné dans vos classe précédentes? Avec
des regles et des explications? Avec des exercices et des exemples? Est-ce que
votre/vos partenaire(s) fait/font la méme description ou est-ce que chaque personne a
eu une expérience un peu différente?

e Que pensez-vous de la facon dont le subjonctif a été enseigné pour vous? Est-ce que
c’était une bonne ou une mauvaise méthode? Pourquoi? Est-ce que certaines choses
ont été plus utiles pour vous? Pourquoi?

e Quelles sont les difficultés que vous associez avec le subjonctif? Pensez-vous que cest
un temps utile en francais? Pourquoi?

Dialogue 7 : vos vacances

e Quiavez-vous fait pendant les vacances? Avez-vous voyagé? travaillé a un travail?
travaillé sur vos classes? vu un film ou une série? lu un livre? cuisiné? Est-ce que
c’était bien? Pourquoi? (utilisez les temps du passé)

e Sivous aviez tout l'argent et tout le temps nécessaires, que feriez-vous pour les
vacances? Est-ce que vous voyageriez a un endroit spécifique ou plusieurs endroits?
Lesquels? Pourquoi? Avec qui iriez-vous en vacances? Que feriez-vous? (utilisez le
conditionnel, le conditionnel passé et/ou le subjonctif)

e Est-ce que vous prendrez des vraies vacances cet été? C'est-a-dire des vacances ot
vous n'avez pas de responsabilités et vous pouvez faire ce que vous voulez, quand
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vous voulez. Ou est-ce que vous travaillerez pour gagner de 'argent? Ou est-ce que
vous suivrez des cours? Parlez de vos projets pour cet été. (utilisez le futur)

Dialogue 8 : le subjonctif 2

e Que pensez-vous des fréquences et des chiffres donné-e-s dans l'article sur l'utilisation
du subjonctif? Avez-vous été surpris-e par ces fréquences? Pourquoi? Si non, quelle
chose a été la plus surprenante dans cet article? Pourquoi?

e Pensez-vous que c’est un temps utile en francais? Pourquoi? Ou est-ce que les profs
de francais/I'’Académie francaise/les manuels de classe devraient éliminer ce temps?
Pourquoi?

e Pensez-vous que le subjonctif devrait étre enseigné dans les cours de langue?
Pourquoi? Est-ce que ¢a dépend du niveau du cours? A votre avis, est-ce que les profs
de francais devraient enseigner seulement certaines regles? ou toutes les regles?
Pourquoi? (utilisez le conditionnel et/ou le subjonctif)

Dialogue 9 : Sujet libre: vous pouvez discuter d’'une ou plusieurs des choses suivantes ou choisir

ce que vous voulez. Vous étes totalement libre

1. Le cinéma.

Quel genre de films aimez-vous regarder? Pourquoi?

Quel est le dernier film que vous avez vu? Quelle est I'histoire de ce film?
Recommandez-vous ce film? Pourquoi?

Aimez-vous les films muets? Les films en noir et blanc? Pourquoi? Avez-vous vu
un film muet ou en noir et blanc? Qu’en avez-vous pensé?

Est-ce que vous regardez souvent des films en francais ou dans une autre langue?
Quel est le dernier film étranger que vous avez vu? Quelle est I'histoire de ce film?
Recommandez-vous ce film? Pourquoi?

Regardez-vous plus souvent des films hollywoodiens ou des films a plus petits
budgets? Lequel de ces deux types préférez-vous? Pourquoi?

2. La nourriture

Quel genre de nourriture aimez-vous manger? Mangez-vous souvent des plats de
pays étrangers? Si oui, quelle cuisine préférez-vous? Pourquoi? Si vous ne mangez
pas de plats étrangers, pourquoi?

Quel est votre plat préféré? Pourquoi aimez-vous particulierement ce plat? Est-il
associé a une féte particuliere? A une personne particuliere? A quelle fréquence
mangez-vous ce plat? Aimeriez-vous en manger plus souvent?
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e Aimez-vous cuisiner? Cuisinez-vous? Ou préférez-vous qu'une autre personne
cuisine pour vous? Pourquoi?

e Quelest, selon vous, le plat américain typique? Donnez des détails sur la liste des
ingrédients, le gout, etc. Quel est, selon vous, le plat francais typique? Avez-vous
gouté ce plat? Quen avez-vous pensé? Si vous n'avez pas gouté ce plat, aimeriez-
vous le gotuter? Pourquoi?

3. La famille
e Combien de freres et de sceurs avez-vous? Quel age ont-ils/elles? Que font-ils?

e Avez-vous des animaux domestiques? Combien? Lesquels? Avez-vous choisi ces
animaux? Ou quelqu'un d’autre? Dans quelles conditions?

o Allez-vous souvent en vacances avec votre famille? Partez-vous dans un endroit
particulier ou changez-vous la destination chaque fois? Préférez-vous aller en
vacances avec votre famille ou avec des amis? Pourquoi?

e Avez-vous des réunions de famille? Qui vient généralement a ces réunions? Quelle
est la fréquence de ces réunions?

e Quiest la personne que vous préférez dans votre famille? Pourquoi? Est-ce qu’il y
a une personne que vous n'aimez pas? Ou qui est bizarre? Donnez des détails sur
cette personne et expliquez vos sentiments.

Dialogue 10 : le francais parlé

e Larticle dit que l'argot montre a la fois l'inclusion et I'exclusion? Pourquoi l'article
dit-il cela? Donnez des exemples en anglais ou en francais qui montrent ces deux
aspects de l'argot : I'inclusion et I'exclusion.

e Avant de lire cet article, est-ce vous connaissiez des mots argots en francais?
Pensez-vous que les profs devraient enseigner ces mots aux étudiants? Pourquoi?

e Quels sont les 10 mots de la liste pages 162 a 164 que vous trouvez les plus
intéressants et que vous voulez absolument utiliser. Pourquoi pensez-vous que ces
mots sont utiles a apprendre pour vous? D’un autre coté, quels sont les mots que
vous trouvez inutiles? Pourquoi?

Dialogue 11 : le francais régional

e Nous avons vu que le gouvernement ne s'inquiéte pas de protéger les langues
régionales parce qu’il « n’y a pas de ‘minorités’ en France, puisque tous les
individus sont des Francais [... donc] il n’est pas nécessaire de les protéger. » Que
pensez-vous de cette attitude envers les minorités? Etes-vous d’accord avec ce
principe? Pourquoi? Pensez-vous que le gouvernement devrait protéger les
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langues régionales ou minoritaires? Pourquoi? Que feriez-vous si vous étiez au
gouvernement en France? (utilisez le conditionnel et/ou le subjonctif)

Que pensez-vous des accents régionaux et du vocabulaire régional? Quelle(s)
région(s) aux Etats-Unis est/sont connue(s) pour avoir des différences régionales?
Que pensez-vous de ces choses? Avez-vous déja été critiqué-e ou corrigé-e a cause
votre accent ou de votre vocabulaire? Comment avez-vous réagi? Pourquoi? Avez-
vous critiqué ou vous étes-vous moqué d’une personne avec ces différences?
Pourquoi? Comment cette personne a-t-elle réagi? (utilisez les temps du passé)
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Appendix D

Journal Guidelines
Mid-Semester Journal
Reminder about procedures: Journals can be written in French/Spanish, English or a mix of both
with the understanding that the honesty and clarity of your comments are crucial and will be
used anonymously in the French/Spanish program at large. These journals are graded on effort
and completion. Late work is not accepted and will result in a grade of O on the assignment.
Journals are to be typed in Word and uploaded in the right Dropbox before 11:30pm on
Saturday March 3, 2018.
Please answer or address the following questions.

e Growth: What have the group conversations brought you so far? What area(s) do you

feel have improved from this activity? You can discuss things like language functions,

grammar topics, self-confidence in speaking, the flowing of your speech, ease of
retrieval of vocab. ..

e Hurdles: What area(s) haven’t improved or not as much as you were hoping? Why do
you think these areas haven’t improved?

e Content: Were you able to talk only about the topic assigned or did you use other
topics as a supplement? Should the topics of the conversations be imposed? So far,
were the topics interesting or useful (both for class and your speaking skills)? Why?

e Plans: What do you intend to work on during the second half of the semester? Why
do you want to work on those particular areas? Why do you think these will help you
improve in your overall French/Spanish skills?

End of the Semester Journal

Reminder about procedures: Journals can be written in French/Spanish, English or a mix of both
with the understanding that the honesty and clarity of your comments are crucial and will be
used anonymously in the French/Spanish program at large. These journals are graded on effort
and completion. Late work is not accepted and will result in a grade of O on the assignment.
Journals are to be typed in Word and uploaded in the right Dropbox before 11:30pm on
Wednesday April 25, 2018.

e Your goals: Remember your goals at the beginning of the semester? Look at the sheet
you filled out during the first week. Have you met these goals? Why or why not? How
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did the dialogues contribute to the goals you had set for yourself? What could have
been changed to help you meet your goals?

Our goals: Our goals for these collaborative dialogues were to help you to develop
your spontaneous speaking skills and help you use various linguistic tools (vocab,
grammar functions, etc.) in order to express yourself more fluently and smoothly. Do
you feel that this goal was met for you? Why or why not? Were you aware that these
were our goals? If not, do you think that it would have been helpful or beneficial for
you to know them?

Growth and hurdles: What have the group conversations brought you throughout the
semester? What area(s) do you feel have improved from this activity? What area(s)
haven’t improved or not as much as you were hoping? Why do you think these areas
haven’t improved? Compare how you feel about these things now vs. at the time of
the first journal.

Content of the class: Do you feel that the conversations have helped you with the
content of the class? Was it helpful as a preview activity? Why? Was it useful as a
debriefing activity? Why?

Recommendations: What would you tell a student who is going to participate in these
activities next time the class is taught? Share any frustrations as well as positive
experiences you may have. What recommendations would you give to an instructor
regarding these activities (group size, frequency, length, etc.)? Compare how you feel
about these things now vs. at the time of the first journal.
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Appendix E

Survey 1
Each question below was followed by an open-ended question asking students to explain their
answer to the previous question.

Part 1: What would you like to do for the second half of the semester?

1. Do you want to switch partners?

a. Yes
b. No
c. It doesn’t matter

2. Do you want to have longer conversations?

a. No, keep it the same, 10 minutes per student
b. Yes, make them longer, around 15 minutes per student
c. It doesn’t matter

3. Do you want to continue with topics selected by the instructor?

a. Yes, this way I know what to talk about
b. No, I want more personal stuff

c. Alternate: one week of each

d. It doesn’t matter

Part 2: Knowing that the goal of group conversations is to practice spontaneous speaking in
French, how would you go about doing these conversations in the future? In other words, what

would you do if you were in charge of doing this next year?

4. How many people should there be in a group?

a. 2
b. 3
c. 4
d. Other

5. How would you design the groups?

a. Students select their partners
b. Have the instructor do it

6. Would you switch partners? If so, how often?

Yes, I think it’d be good to change partner(s) every week

Yes, I think it'd be good to change partner(s) once a month

Yes, I think it'd be good to change partner(s) once a semester

No, I think it’s better with the same partner(s) during the semester

fo oo
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7. How often should these conversations happen?

10.

11.

Coan o

Twice a week for 10 minutes so that students can practice speaking more
Twice a week but 5 minutes so they’d add up to the same time

Once a week is good

Every other week for 10 minutes

Every other week for 20 minutes so students can practice speaking for the same
length

How long should these activities be?

fo oo

Shorter, like about 5 minutes per student

Same, 10 minutes per student

Longer, around 15 minutes or more per student

They should increase gradually, start with 5-7 minutes and end with 13-15
minutes

How should these dialogues be graded?

a.

Like they are now, based on completion only

Part of the grade should be on completion and part on content/ideas

Part of the grade should be on completion and part on accuracy/correctness of the
language

Part of the grade should be on completion and part on content/ideas and
accuracy/correctness of the language

It should be graded entirely on content/ideas

It should be graded entirely on accuracy/correctness of the language

It should be graded entirely on both content/ideas and accuracy/correctness of the
language

Should the instructor provide feedback? (check all that apply)

a. Yes, on the ideas that are expressed

b. Yes, on grammar

c. Yes, on pronunciation

d. Yes, on vocab (individual words)

e. Yes, on the use of French expressions and the way of saying things
f. No

If you answered yes to previous question, how often should the instructor provide
feedback?

a. For every recording

b. Once a week

c. Once a month or so

d. Once a semester

e. N/A
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Let’s Talk about Lebensreform:
Speaking Interventions in a Course on German
Literature around 1900

Emily Groepper and Riidiger Singer, University of Minnesota

For three years, 20142017, the Language Center at the University of Minnesota Twin-Cities
(UMN) administered a grant-sponsored project that included proficiency testing in several of the
languages taught at the university. They used three different tests, sponsored by ACTFL and
available through Language Testing International: Oral Proficiency Interview by computer for
speaking, Listening Proficiency Test for listening, and the Reading Proficiency test for reading.
Writing was not tested. The results for Spanish, French, Portuguese, and German indicated that,
on average, students were able to reach Advanced Low or above, according to the ACTFL
Proficiency Guidelines, in reading and listening, but they were not reaching that level in
speaking. In fact, in 2017, students in German were only scoring an average of Intermediate Mid
after completing the equivalent of six semesters of language courses. Of the graduating students
tested, only a third of them demonstrated Advanced Low or higher in speaking. However, the
goal of the German major is for students to reach at least Advanced Low in all three modalities.
So few students were achieving Advanced Low by the end of their coursework that it was
determined that interventions targeting speaking proficiency were necessary in upper-level
courses, so that language acquisition might continue within a traditional, content-focused

course.

This curricular intervention was part of the Proficiency Assessment for Curricular
Enhancement (PACE) project funded by the Language Flagship. The intervention took place in a
single course with the intention of serving as a model for other, department-wide changes in the
future. The overarching purpose of this project was to increase opportunities for students to
practice Advanced-level oral discourse within an upper-level, literature-based course and to
develop curricular interventions for promoting Advanced-level speech. In the current state of the
German major, the language-content divide, as identified in the MLA Report (2007), still exists.

According to that report, the divide is defined by a number of factors including the separation of



the language course sequence from the (primarily) canonical literature courses and the
configuration of non-tenure-track instructors teaching language while tenure-track faculty teach
the upper-level content courses. Both factors are evident in the UMN German program. The first
five semesters consist of language-centered courses, taught by graduate students and non-tenure-
track instructors. The upper-level classes focus on literature, history, and culture and are often
taught in English by tenure-track professors. The language-content divide then becomes more
problematic as the curriculum does not have a unified flow and does not seem to encourage the
continued learning of language skills across all levels. The PACE testing highlighted this plateau,
showing that skills were not improving as hoped or expected. This project attempted to bridge
that gap and to develop a principled and purposeful approach to integrating continued language
acquisition across the curriculum so that students would be encouraged to practice and improve

their language skills throughout all years of their coursework.

Context

Description of Department

This project was conducted in the Department of German, Scandinavian, and Dutch (GSD) on
the University of Minnesota-Twin Cities (UMN) campus. The department had nine content
specialist faculty members at the time, though three were on leave during the semester this
project was completed. GSD offers a major in German, Scandinavian, and Dutch, with an
emphasis on one language/culture group, as well as six minors including German, Dutch,
Finnish, Norwegian, Swedish, and Austrian and Central European Studies. The institution itself
enrolled more than 30,000 undergraduate students, and 67 were GSD majors, 54 with a German

emphasis. The department also housed 115 minors, specifically with 91 minoring in German.'

Course Description
The course chosen for this project was GER 3431/5410, entitled Literature around 1900, which
primarily focused on literature, as the title indicates, but aimed to paint a much richer cultural

picture of the German-speaking and the Scandinavian world around the turn of the century. The

! While this chapter was being written, GSD merged with another department, Slavic Languages and Literatures.
The data is accurate for the duration of the project, though the name has since changed as well as the numbers of
professors, students, majors, and minors.
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course covered topics such as vitalism and the Lebensreform movement, which reimagined the
education system and promoted a more natural lifestyle; impressionism as expressed in art,
music, and writing; philosophy, including the exploration of the unconscious and subconscious;
and the emergence of film, encouraging adaptation and new forms of expression. Though there
was a high expectation for German-reading skills, the course also attempted to help students
experience the different media of the time period. Additionally, the course was conducted
entirely in German. Outside of class, students were expected to complete weekly readings, watch
several films, participate in guided partner discussions, hand in several written homework

assignments, and write a final essay.

The course was intended for upper-level undergraduate students as well as graduate
students. Class met on Mondays and Wednesdays for 75 minutes each day. In order to take the
course, students must have completed the basic German language sequence as well as an
additional writing-intensive, upper-level German language course. The dual listing as a 3000-
and 5000-level course made it possible for advanced undergraduates to enroll in the 5000-level
to fulfill graduation requirements in lieu of a Capstone project. Graduate students could meet
their requirements as well, though no graduate students enrolled. Students enrolled in the course
at the 5000-level were required to complete more extensive written homework as well as a
significantly longer final paper or project. Five students enrolled at the 5000-level and three at
the 3000-level. Within the classroom, there was no task differentiation based on registration
level. Grades were assigned in the following manner: in-class oral participation (40%), written

homework assignments (40%), final project (20%).

Collaborative Setup

During the Summer of 2017, Literature around 1900 was selected to be a part of the fourth year
of the PACE Project by GSD’s Executive Committee in discussion with the professor of record,
Dr. Rudiger Singer, a visiting associate professor from Germany. The course was to be conducted
in Spring 2018. Because the project focused so heavily on the improvement of speaking skills, it
was important that the course be conducted in German. At the time the funding for the PACE
Project was announced, Dr. Singer had already laid the groundwork for the course, so the topic

and structure were already set, though the specific content was not yet finalized. At the
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beginning of the Fall semester, a graduate student in GSD, Emily Groepper was selected through
an application process as a teaching assistant (TA) to help with the planning of the course during
the Fall as well as implementation and teaching during the Spring. She had a Master’s degree in
Instruction and Curriculum Leadership and several years of experience teaching in secondary

schools.

In the Fall, the TA provided suggestions to the professor regarding potential semester-
long interventions and in-class activities designed to engage students in more and longer
speaking tasks than they might otherwise experience. The TA’s goal was to provide the professor
with a variety of ideas and pedagogical reasoning for each activity as well as alleviate some of the
administrative burden by helping to prepare materials for the course. The activities were
developed in consultation with the UMN Language Center staff and with the ACTFL
Performance Descriptors for Language Learners (2018) in mind. The TA also provided the
professor with research articles describing best practices (including but not limited to Bygate,
2011; Norris, 2011; Redmann, 2005).

Over the course of the Spring semester, the TA taught the course four times but attended
on a daily basis. When the professor taught, the TA regularly assisted in giving students
instructions and explaining new activities, guided small group discussions, and was on hand to
answer student questions during worktime. The professor and TA met regularly to discuss lesson
plans and evaluate the effectiveness of in-class activities. They were also in constant contact
electronically, revising handouts and discussing student responses to homework. At times, the
TA provided linguistic feedback to the students and supplied support material for them to
review grammatical principles as well, while the professor evaluated the students’ work and

assigned the grades.

Description of Students

Literature around 1900 enrolled eight students for the duration of the semester. Of these students,
six were GSD majors with an emphasis on German. Of the remaining two students, one had
declared neither a German major or minor, though he had almost completed the minor, and the
other was an exchange student majoring in translation at her home university. Demographically,

the UMN student population breaks down into 68% white, 11.4% Asian/Pacific Islander, 9%
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international, 5.5% African American, and 6.1% other, according to the UMN Office of
Admissions (2018). The number of students within the course was too small to accurately reflect
the university’s diversity, but of the eight students, there were five white students, one Asian, one
international, and one African American. Additionally, a quarter of the students did not have
English or any other Germanic language as their L1. It is also worth noting that five of the seven
UMN students were graduating seniors taking the course at the 5000-level to complete
graduation requirements; the additional two students were in their first and third years of
college. The class as a whole consisted of highly motivated students with more than a passing

interest in the course content.

Student Feedback

During the first two weeks of the semester, the instructors assigned a 16-question self-assessment
instrument, developed by the TA with assistance from staff in the UMN Language Center. It was
designed to help the students and instructors identify strengths and weaknesses related to the
students’ ability to speak German. The survey was conducted online via Qualtrics, and individual
responses remained confidential—personal identifiers were removed by the software. Students
reviewed a list of tasks in the form of Can-Do statements, such as “I can tell a paragraph-length
story based on a sequence of pictures using connecting words,” which corresponded to different
skill levels between Intermediate Low and Advanced Mid according to the ACTFL Proficiency
Guidelines (2012). Then students selected the statement that most closely resembled their ability
to complete those tasks when speaking German: not yet; with much help; with little help; or yes,

I can do this well. Seven of the eight students completed the initial survey.

After the survey was closed online, the instructors reviewed the results of the survey and
made notes to build activities into the syllabus that allowed the students to work on their
(perceived) weaknesses. The three lowest scoring tasks were as follows, with the lowest score
first: I can present a review of an artwork or song and give specific reasons to support my point
of view; I can tell a long, paragraph-length story based on a sequence of pictures using
connecting words and adding creative details that aren’t in the pictures; I can describe characters

from a text, detailing their physical attributes and beliefs or opinions. These statements
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correspond to ACTFL proficiency levels of Advanced Mid, Intermediate Mid, and Intermediate
High, respectively.

During the last two weeks of the semester, including finals week, students were assigned
the self-assessment instrument again. The instrument was identical to the initial one
administered, but it asked an additional eleven questions related to the course in general, in-class
interventions, and the out-of-class collaborative dialogues, described below. Of these questions,
three related to the course as a whole, two to the in-class activities, and six to the collaborative
dialogues. Students were invited to share their opinions and insights about how different
activities effected their speaking abilities and their understanding of texts. Five students
completed the final survey. The surveys are printed in Appendix A, and a breakdown of scores
and comparison with the pre-semester survey are printed in Appendix B.

The instructors also built time into the syllabus for students to provide feedback on the
speaking-related activities throughout the semester. This took the form of informal conversations
at the end of the class period approximately one-third and two-thirds of the way into the course.
At those times, the TA took notes of students’ comments, and the instructors discussed the

feedback after class.

Project Setup

The project was structured such that the instructors had the entire preceding semester to work
together, research best practices, and plan. The instructors were supported by the UMN
Language Center staff and met regularly throughout the project. The professor had the final

decision-making power regarding the activities and their implementation.

The course goals for Literature around 1900 allowed for the integration of speaking skills
into the curriculum. For example, at the end of the semester, students were expected to be able
to describe various literary epochs, discuss characteristics of German, Austrian, and Scandinavian
art and texts, and explain parallels between art and literature around 1900. These goals easily
incorporated linguistic elements outside of the traditional reading and writing expected in a
literature course. To meet these objectives, the instructors identified two areas in which
interventions could be applied for students to work on their speaking skills while also

maintaining a focus on the content: in-class activities and out-of-class preparatory assignments.
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Three of these are described below. The instructors used no formal assessment to measure
students’ improvement. The self-assessment was the only instrument used, though the
collaborative dialogue readings could be used for linguistic analysis in the future.

The following sections of this report outline only a few of the interventions implemented
in Literature around 1900, namely collaborative dialogues, jigsaw activities, and speed dating.
Numerous additional activities were used during class time to encourage Advanced-level

speaking by the students, however, the instructors used these three activities most often.

Collaborative Dialogues

Collaborative dialogues are peer-peer dialogue tasks. Students encounter and navigate linguistic
problems and effectively converse to make meaning from written, visual, and audio texts (Swain,
Brooks, & Tocalli-Beller, 2002; Watanabe & Swain, 2007). Collaborative dialogues can be done
in variety of ways and are easily adaptable to any teacher’s goals. In this course, the dialogues
took the form of fifteen-minute conversations held between two students outside of class time.
Students read or view a text, consider question prompts or discussion topics, and converse with

a partner before the next class period.

Goals

In trying to highlight speaking skills in a literature classroom, the instructors decided to focus on
helping students be better prepared to speak in class while simultaneously having students
simply speak more German in general. The purpose was to encourage students to have greater
confidence in their abilities to participate in in-class discussions and other related activities, and
in order to do that, the instructors aimed to have students work with each other outside of class
to practice and to prepare themselves more effectively. Because the students only spent 150
minutes in class each week, there was only a limited amount of time for extended discourse
within the class itself. By having the students participate in the dialogues outside of class time,
they could take the time to discuss texts at length in a very low-stakes, low-pressure
environment. Linguistically, the collaborative dialogues asked students to use paragraph-length
speech to answer questions about a written or visual text using a variety of verb tenses (future,
present, past) and moods (indicative and subjunctive). The instructors wanted the students to

deeply engage with the texts, so the questions guided students to express opinions, describe
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(least) favorite or impactful scenes from the text with explanations for why it was chosen, make
personal connections to the texts’ situations or characters, make predictions, etc. Thus, students

prepared orally for class time by reacting and responding both to the texts and their partners.

Process

As previously mentioned, Literature around 1900 met twice each week on Mondays and
Wednesdays. Students were assigned readings both days, but the longer readings were assigned
for Mondays, along with written homework assignments and the collaborative dialogue prompts.
The assignments were posted in the online classroom management system Wednesdays
immediately after class, and students had until Saturday evening to complete the written
assignment and until Sunday afternoon to complete the collaborative dialogues. The prompts
were structured such that they engaged the students ever more deeply with the texts as the

students progressed through them. See Appendix C for examples.
The instructions according to the course syllabus read as follows:

You will be assigned partners on the first day of class and be expected to complete
one spoken assignment with that partner each week. These assignments take the
form of “collaborative dialogues”: 15-minute conversations between you and your
partner, which are recorded (audio is required, video is optional), and then
uploaded into the appropriate Google Drive folder. Your recordings will only be
available to you, your partner, the professor, and the TA. The conversations
should be attempts to answer and discuss the questions assigned with the written
homework. The recordings are not graded based on grammar or vocabulary, nor
are your answers graded for correctness. The purpose is to practice producing
language in ways that will be helpful for you to be able to better participate in
class discussions or in-class groupwork.

Students received additional instructions on the first day of class to reiterate that the
collaborative dialogues in no way affected their course grades, because the professor was
concerned that the pressure of a grade might negatively influence the quality of the students’
conversations if they constantly strove for correct answers and grammatical perfection.
Additionally, they were assured that the dialogue prompts were to serve only as conversation
starters—if students had other questions or discussion ideas about the texts, they were welcome
to talk about their own ideas as long as their talk remained centered on the text. The prompts

themselves were intended to spawn approximately fifteen-minute long dialogues between the
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students if they strictly answered the questions with little back-and-forth conversation, though
the instructors hoped they would discuss the text in greater detail and did not require that each
question be answered. In order to encourage paragraph-length speech, students were prompted
to explain their opinions or tell a story (such as paraphrasing a moment in a text or sharing their
own experiences).

The collaborative dialogues were completed by the students weekly through the first ten
weeks of the semester. With five weeks remaining, the professor ended the collaborative dialogue
requirement in order to give the students more time to work on their final papers. Although the
dialogues were not included in the grading criteria, only one group did not complete all of the

dialogues, and that group missed just one week.

Feedback To/From Students

Five weeks into the semester, the professor allowed time within the regularly scheduled class to
discuss the collaborative dialogues. At the end of the hour, the professor asked the students to
share their thoughts about the dialogues. In general, students noted that the dialogues were
helpful in preparing for class and that they found the dialogues to be good practice for class
discussions. The professor also asked the students if they wanted grammatical feedback. Seven of
the eight students opted to receive feedback from the TA. The TA went through the recordings,
kept a list of each student’s common errors while listening, and then sent students emails
outlining some things that the students could work on if they wanted to do so. In the email, the
TA noted the type of mistake as well as the correct form, suggested ways to practice, and
scanned in explanations and practice exercises from a textbook. Only two of the seven students
responded to the emailed feedback, and both expressed their thanks for the suggestions. The
feedback focused only on grammatical accuracy or fluidity of speech, according to the professor’s
instructions; future iterations could include suggestions for how students might further develop

Advanced-level oral discourse.

At the end of the semester, the professor again gave the students time to reflect on the
work they had done in the course and on the collaborative dialogues. The students generally
agreed that the dialogues had given them greater confidence to converse in German. One student

noted that conversations in class became easier, because they had already organized their
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thoughts in their dialogues and had prepared for any vocabulary that was necessary to make
their point. According to the end-of-the-semester survey, 80% of the respondents claimed that
the collaborative dialogues had a “great impact” on how well they were prepared for class, using
a scale from great impact, some impact, little impact, or no impact at all. They wrote that they
felt more confident in their ability to answer questions and that there was less pressure, because
they had already practiced expressing their thoughts with someone else. One student wrote that
they were helpful, because the students had to prepare the text more thoroughly than they might
have done for just whole-class discussions, saying, “when only speaking in a large group, it’s far
easier to just get by with skimming, but with another person expecting to be able to have a
conversation with you, you have to read fully.” Additionally, students mentioned that getting a
second opinion or hearing someone else’s perspective was interesting and helpful for formulating
new ideas about the texts, and they appreciated the preparation for the in-class discussions.

All of the students who participated in the survey noted that the dialogues had at least
“some impact” on the development of their speaking skills. The students specifically noted that it
helped to have a low-pressure environment, where they didn't feel the need to speak perfectly
and impress the class or professor. Several students mentioned that any and all practice speaking
German is more beneficial than not speaking at all, and they also mentioned that it was helpful
for working through vocabulary and grammar gaps.

Contrary to what was said during the in-class discussion, students noted that the
collaborative dialogues had only “little” or “some impact” on their level of confidence to speak in
class. They noted that the one-on-one dynamics of the collaborative dialogues are simply
different than speaking with the whole class, and several were already “fairly comfortable
speaking in class.” Most significantly, though, the students felt that dialogues helped them have
better, more well-formed ideas to share with the class, though they may not have been any more

confident in sharing them.

Researchers’ Reflections
In the beginning, the professor had some reservations about the effectiveness of the collaborative
dialogues. There were many logistic questions: would the students have time to meet with their

partners weekly; where should the students meet; should they be required to meet in person or
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is an online meeting acceptable; what technology/technological assistance do the instructors need
to supply for the students to be able to complete their assignments; and what impact should the
dialogues have on the students’ grades? The instructors left the assignments very open and
allowed the students flexibility so that the speaking task wasn't a tremendous weekly burden.
Students were allowed to meet in person or online using whatever technology they preferred to
use, though only one group routinely met online. The TA was available for technological
assistance, and the UMN Language Center had devices available for making audio or video
recordings, though none of the groups used video recordings. (All groups used their personal
phones to record and upload their recordings to a Google folder; there were no issues.) The
Language Center had space available for reservation if the students needed a quiet place to meet
and record; the TA also had a list of classrooms that had regular availability. The meetings and
recordings were never an issue, and the one time a group missed their dialogue was due to

illness.

Despite these initial concerns, the instructors found the collaborative dialogues to be
immensely successful and believe that they met their interventional goals. The students engaged
with the texts and each other. They had interesting and insightful conversations, asked
meaningful questions, and helped each other linguistically. The students’ dialogues prepared
them so that everyone had something to share during large-group discussions, and as the
students themselves even noted, they had already worked through some of the potential
linguistic stumbling blocks, so conversations went smoothly. Because the students were more
thoroughly prepared, the work done in class did not need to focus on making sure everyone
understood the text on a basic level; instead, the instructors were able to engage the students at a
deeper, more critical level, analyzing themes and making connections across genres, by applying
more academic readings, such as by Sigmund Freud or Carl Jung, to understand a character’s
motivations or the author’s intentions.

The primary drawback to the way this activity was implemented, however, was the
continuity of the dialogues. The students only completed dialogues for the first ten weeks of the
semester, with the exception of the week of Spring Break. Students expressed interest in meeting
during that time frame but were given no prompts, so none of them uploaded an extra

conversation. Additionally, the instructors would like to see the dialogues continued throughout
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the entire semester, for fifteen weeks. In the future, the TA would also like to see the students
receive feedback on their dialogues more often, though it would obviously require a significant
time commitment from the instructor. Other iterations of the collaborative dialogues may also
include a linguistic analysis of student language as it progresses over the course of the semester,
or the instructor may have students listen to their first and last dialogues at the end of the
semester in order to write a reflection about how their language skills have (hopefully) improved
or changed. Further research on the effect of assigning grades to the collaborative dialogues is
also needed, though these students performed at a consistently high level despite the dialogues

having no effect on the final grade.

Jigsaw Activities

In order to allow students to deeply engage with a text while also maintaining high oral output
during the class period, an instructor cannot simply lead large group discussions the entire time.
There are not enough opportunities for students to speak often or at length, especially in a large
class, and as the students themselves noted, it is much easier to hide in the background without
participating. Instead, smaller groups are ideal for cooperative learning and elevating speech
production, and task-based instruction encourages language production and student engagement
in the learning process (Kagan, 1989; Norris, 2011). The instructors, therefore, wanted students
to work together on tasks to ask and answer meaningful questions. Additionally, increasing the
focus on speaking skills does not mean that the students must constantly be speaking to the
instructor. Students may alternatively converse with and learn from each other just as effectively
(Swain & Lapkin, 1998, 2002). To engage students with the texts and each other, the instructors
sometimes used a jigsaw strategy, structuring student groups with different tasks or questions so
that they became experts on their topics and then sending them to new groups to share their
knowledge cooperatively with others (Aronson, 2000). By using this format, the instructors
hoped to increase students’ opportunities to practice their speaking skills while encouraging

greater engagement with the texts during class time.

Goals
The purpose of the jigsaw activities was to give students opportunities to speak more and at

greater length during class. The instructors aimed to have students practice sustained,
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paragraph-length speech, one marker of Advanced-level functions. Within the activity, the
instructors wanted the students to speak in different registers as well, using both the
conversational and presentational modes of speech to complete the tasks. Additionally, tasks
were structured such that students would be required to use a variety of verb tenses (primarily
past and present, occasionally future), another descriptor of Advanced functions: differentiating
between time frames. The instructors also wanted the students to be able to engage critically with
the texts and each other, so during various steps of the process, students alternatively asked and
answered questions, requiring them to be experts on their texts and not solely rely on their

prepared notes, while dealing with both concrete and abstract topics.

Process

Having a class of only eight students made the setup for jigsaw-type tasks very simple. Students
initially worked with a single partner to answer a set of questions or complete a task related to a
particular text. They were also instructed to work together to decide what information they
would present and how they would share it, practicing their wording and explanations if time
allowed. While the students worked on this initial task, the instructors circulated from group to
group, asking the students follow-up questions to get students to elaborate or provide more
detailed answers, suggesting where to look in the text if the students seemed to have difficulties,
or providing general clarification. Once the students had a reasonable amount of time to work
and finish—the times varied by task, typically 15-20 minutes, and were often extended upon
student request—each set of partners was split such that two new groups were formed with one

person from each partnership (see Figure 1). This model is easily adapted to larger class sizes.
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Figure 1. Jigsaw Formations

Group A Group B Group C Group D

1 2 1 2 1 2 1 2

In the new groups, students presented the results of their discussion from their previous
partnership. Since only two new groups were formed by the small class size, the TA and
professor were each able to sit in on a group. Discussion was primarily driven by the students,
but the instructors routinely asked follow-up questions of the presenter or asked the other
students questions to generate group discussion, such as “do you agree with his/her assessment
of the text?” There was a set time for this discussion as well, usually 20 minutes total or five
minutes per presenter, but it was routinely extended, guided by the needs and desires of the

students and as allowed by the time restraints.

Afterward, the students came back together into a large group. The professor led the large
group by describing and summarizing some of the interesting points he had heard and asking for
additional input from the students. Students from both groups contributed final thoughts and
summarizing comments about their different discussions. The professor then added information
and highlighted anything he found necessary.

The tasks completed in the jigsaw structure varied greatly, though the structure remained
the same. At times, each partnership worked with a different, short text (often poetry or
artwork), and other times, all groups worked on the same text. Sometimes all partnerships
worked on answering the same questions about different texts, and other times, each partnership
had a different task to complete, such as drawing images to represent the text visually, writing

structured poems to respond to a text, rewriting a scene from a different character’s perspective,
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or imagining a character’s encounter with a therapist (see example tasks and instructions in

Appendix D). Jigsaw activities were used six times over the course of the semester.

Feedback from Students

In their post-semester questionnaire, the students reported that they found the jigsaw activities
to be one of the most beneficial in-class activities for developing their speaking skills while
deepening their understanding of texts. Students appreciated having time to think through their
responses to the questions before having to share their thoughts with larger groups. The jigsaw
activities gave them time to make notes, look up vocabulary words, and refine their answers
while bouncing ideas off another person similar to the collaborative dialogues. One student
noted that the jigsaw prompts gave students specific questions, which helped focus the small
group discussion. Another student liked that the jigsaws allowed them to discuss the texts in
greater detail than they would have been able to in a large group or full-class discussion. Yet
another student pointed out that the jigsaw activities provided a number of opportunities to
work with a text in different ways, by answering questions, summarizing information,
presenting, and listening to what others had to say. The feedback from students on the jigsaw
activities was overwhelmingly positive, and the students seemed to understand why it was an

effective task.

Researchers’ Reflections

The instructors also found the jigsaw activities to be very successful and a highly effective way to
have students engage in a focused way with different texts. They found that the students had
very fruitful discussions that often went beyond the prompts provided by the instructors, and
the students worked very well together. Initially, there was concern that the students would just
split up the task in their small groups and work individually, but this was only the case once,
when a group was assigned to illustrate a set of poems. To avoid this pitfall, the instructors tried
to create tasks with a single, open-ended question so that both partners worked on the same
problem together, or the instructors created a mismatch between the number of questions and
the number of students (ex. asking an odd number of questions of a group with an even number
of students). In general, the students worked together well enough that this was not a problem,

and the concern was quickly forgotten.
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The instructors enjoyed the jigsaws too. As each instructor worked with one of the large
groups, they got to know the students better than through large group discussions, because
individuals had more chances to share their thoughts and opinions at greater length. The small
size of the “large” groups also allowed the students to feel comfortable and speak freely with each
other. The presentations were relatively informal, so there was not a lot of pressure on them. The
first time through the activity, they seemed a little nervous presenting, but that improved as the
semester went on. They were willing and eager to share their discussion with others and even
asked each other questions or suggested different solutions or alternative answers. The
instructors were also flexible enough so that each group could devote extra time to clarifying
questions about the texts that came up because of the discussion. The TA found that she learned
quite a bit from the students through the process too.

The students also helped each other with grammar and vocabulary questions even in
these larger groups. The activities even met the instructors’ goals of using the conversational
mode to negotiate meaning while working with teammates to become mini-experts on a topic or
question and using a presentational mode to explain to other classmates the results of their
team’s discussion. The students presented to each other using paragraph-length speech and an
appropriate variety of verb tenses.

However, the instructors realize how fortunate they were to have such a small class. With
a larger class and/or fewer instructors, they recommend assigning each student within the “large”
group a task, so that everyone has a responsibility to participate and stays focused when they are
not presenting. For example, one or two people could be assigned the task of asking a question;
one person could make a statement about whether or not he/she agreed or disagreed with the
presenter’s assessment and state why; another person could paraphrase at the end, etc. This
helps students stay engaged and listen actively to each other even when the instructor is not part
of the group. It also helps to keep the group on task and might raise a greater discussion in the

end.

Speed-Dating
It is common practice for most educators to include a warm-up phase within lesson plans. They

serve to orient the student to the course, content, and target language. They are especially useful
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when students enter a course taught entirely in the target language after spending much of their
time communicating in a language other than German. The instructors used speed-dating
activities to gently transition students into the German-language class time by reviewing material
from previous classes or the homework and working toward the new content for that day,
making connections to the coming instruction while providing stimulation for the students’

minds and bodies.

Goals

The primary goal of the speed-dating activities was to have students work with other students in
the target language using impromptu speech. Students were to speak using a variety of verb
tenses and for varying lengths of time. Different speed-dating sessions were structured in ways so
that students spoke about both concrete and abstract topics and made connections between
written and visual materials. As an active activity, involving physical movement, speed-dating
was also used to achieve a secondary goal of reviving and energizing students to participate in a

late afternoon class.

Process

Because speed-dating was a warm-up activity for the class, it was typically the first activity of the
day, though minor announcements sometimes came first. Students moved the desks out of the
center of the classroom and formed two lines parallel to each other so that each person had a
partner across from them. The lines were formed perpendicular to the front board so that the
sets of partners could stand side by side and face the front board and projector screen but still

hold a conversation (see Figure 2, Step 1).

Based on the particular speaking task, students had between 30 seconds and two minutes
to speak to each other. Sometimes students took turns with one person speaking to the other for
the entire time and then switched, and sometimes students had the time to converse.
Occasionally, if the instructors heard deep discussion or good conversations, they would extend
the amount of time so that students could continue and not be interrupted. Once the time was
up, one of the lines rotated so that the students moved forward by one person, progressing to the
next partner in the opposite line. The student at the front rotated to the end of the line (see

Figure 2, Step 2). After a few rotations, the instructors would restructure the lines such that a
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new rotation might take place, allowing students to speak with others they might not have
spoken with earlier (for a simple example, see Figure 2, Step 3). On days when a student was
absent and the number of attendees was odd, the TA participated or a group of three was
formed.

Figure 2. Speed-Dating Formation and Process

Step 1 Step 2 Step 3

|

{ Front l { Front l Front Front Front Front
board board board

board board board

The speed-dating task itself varied tremendously from day to day. When students were
reading texts from Freud and Jung, the professor selected words or phrases from some poetry
used during an earlier part of the course and instructed the students to practice making word
associations, a psycho-therapy technique they had read about. For example, the phrase “blue
balloon” was given to students, and they would make associations such as sad, sky, childhood,
birthday party, etc. Other times, students would view a painting from the time period or a
drawing by one of the authors, such as sketches by Kafka. Students then had time to discuss how
the image related to (or did not fit) the reading or literary epoch. The limited amount of time
forced students to think quickly and access a variety of vocabulary words that they might not
otherwise use during class discussion. If they could not think of the exact word, students were
advised to circumlocute with their partners to come up with the correct vocabulary. The activity
itself lasted between ten and 40 minutes, depending on the professor’s assessment of the quality

of the conversations he heard.
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Feedback from Students

Student reviews of the speed-dating activity were mixed. During class, after the first few times
the activity was used, students were asked how they felt about speed-dating and whether or not
they wanted to continue doing the activity. Most students shrugged or remained quiet, but
several confirmed that they enjoyed it. They indicated that it was fun and nice to get up and
move around, speaking with the people they didn’t usually sit near. However, in the end-of-
semester survey, 40% of the students indicated that they considered the speed-dating activities to
be less helpful for their overall learning or that it was the least beneficial activity for developing
speaking ability and/or deepening their understanding of the text. The students who commented
noted that speed-dating was confusing at times, and although it was fun, they weren't sure if it
was actually helpful for developing skills or understanding. Students understood its purpose

though, writing that it helped transition into German at the beginning of class.

Researchers’ Reflections

The instructors found that the activity achieved its goal of energizing the students—they spoke
more freely and seemed more comfortable with the instructors and each other afterward. Speed-
dating also helped students access a great variety of vocabulary words, especially during the
word-association version of speed-dating, and students successfully circumlocuted and
consistently helped each other with vocabulary. Students were visibly active and appeared
engaged with the activity and content; they were smiling, laughed with each other, and the room

was noisy with on-topic conversation in the target language.

Over the course of the semester, speed-dating was used on 50% of the days. Students
always participated actively, but the activity was overused. There was not enough variety within
the activity, and other warm-up tasks should have been used instead of relying solely on speed-
dating. The students seemed to find it a bit mundane at times, and it routinely went on for too
long, shortening the amount of class-time available for other activities. In the future, instructors
should use speed-dating sparingly, for only short lengths of time, and the activity should be
structured such that students respond using sentences and paragraphs. Explicit instructions need
to be given so that students clearly understand the language goals for the activity. This activity

can be effectively used but should not be a focal point of any given lesson.
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Final Discussion

The purpose of this project was to help students continue to work toward Advanced-level oral
discourse through curricular interventions, instead of stalling once they reached Intermediate
Mid/High. The instructors hope that this project will serve as a model for future upper-level
German courses within the department. From the perspective of the instructors, they
successfully integrated speaking activities into a traditionally reading- and writing-centered
course. Students used oral language to effectively discuss texts and worked together in new ways

as a result of the interventions, and the students themselves noticed and enjoyed the difference.

This project was not without its limitations though. Within GSD, few professors teach in
the target language, and in general, the professors tend to be less aware of the ACTFL Proficiency
Guidelines than those who teach lower-level language courses on a regular basis. For this
intervention to be successful, education and professional development would be necessary to
make instructors more aware of language standards and instructional techniques for targeting
language development. The professor working on this project had more opportunities to interact
with the Language Center staff and had the assistance of a TA, who also received support and
guidance of language acquisition experts for the purpose of the project, during the semester prior
to instruction—guidance not regularly received (or sought) by most faculty.

Regarding the course itself, few professors will have the opportunity to work with such a
small group of students and also have a graduate teaching assistant. Such an arrangement is not
typically financially feasible in most university settings. Few professors even have the
opportunity to work with such a small class due to enrollment requirements. Having only eight
students reduced the amount of time needed to review the collaborative dialogue recordings
each week; greater class sizes will require more time, especially if feedback is given routinely as
recommended by this chapter. The small class size allowed the instructors to participate in some
of the activities in ways they might not have otherwise been able to, such as with the “large”
groups during jigsaws. It was beneficial for the students and the instructors to sit in on the
discussions, but that is not a possibility for larger classes with a single instructor. The small class
also allowed for greater physical movement and different use of classroom space as in the speed-

dating activities. Pairs could stand farther away from each other, and the noise level was more
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manageable, so everyone could hear well. The self-assessment was also less effective with such a
small class, though it helped guide the instructors as they planned activities. Because of this, the
impact of the interventions was much more difficult to measure, especially with so few
respondents (see Appendix B for results and brief discussion).

Despite the fact that the makeup of this class does not fit traditional enrollment
expectations, the activities described within this chapter are still applicable and replicable. In the
future, the instructors strongly recommend the use of collaborative dialogues to prepare students
for in-class discussions and activities and as a way to encourage students to practice speaking the
target language outside of the classroom. The collaborative dialogues can be adapted to any
classroom format and are easily completed by the students without much instructor oversight.
The jigsaw activities were also extremely effective at encouraging students to speak at greater
length and in various registers. These activities can be done with much larger classes and allow
students independence as they work through tasks and interact with each other. The speed-
dating activities, while good for warming up the body and brain, should not be used as the
primary speaking activity in a class period. They can be a fun way to engage with a text, review a
previous lesson, and make connections to new material, but they are less effective at allowing
students to work critically with a text or use Advanced-level functions.

Overall, the instructors believe that students’ speaking abilities improved over the course
of the semester. All students regularly participated, and none held back or withdrew from large-
group discussions. Students spoke smoothly and with fluency. They expressed opinions and
justified those positions with relative ease. They spoke at length about abstract and concrete
topics in a variety of activity formats. The students developed their oral communication skills,
and according to their surveys, they were able to engage with texts in new and interesting ways

while doing so.
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Appendix A

Pre-Semester Survey

Dear student,

Thank you for taking the time to complete this survey. This survey is a self-assessment
instrument that will help you and your instructor to identify your strengths and weaknesses
related to your ability to speak in German. Providing accurate, honest responses will help your
instructors get a better sense of what you perceive your speaking ability to be when speaking
German. Please note that your individual responses are confidential and that any information
reported will only include class averages. When completing the survey, please be as honest as

possible.

Instructions:

To complete this self-assessment, please select the statement that most closely resembles your
ability to complete the stated task when speaking German (i.e., how well you can do the tasks).
Keep in mind that all of the statements refer to your ability to speak in German (i.e., not reading,

listening, or writing).

Not Yet With much | With little Yes, I can
help help do this well

O O O

1. Ican tell a paragraph-length story
based on a sequence of pictures using
connecting words. [AL]

2. Ican tell a brief story based on a
sequence of pictures without using
connecting words. [IH]

3. Tcan narrate a story from personal
experience. [AM]

4. Ican tell along, paragraph-length story
based on a sequence of pictures using
connecting words and adding creative
details that aren’t in the pictures. [AM]

o |[O] O | O

O O O
O O O
O O O

5. Ican explain the arguments in favor of
and against two courses of action,
providing details or specific examples. O O O O
[AL]

6. I can provide reasons and explanations

to express my opinion on common O O O O
issues. [IH]
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Not Yet With much | With little | Yes, I can
help help do this well

7. 1can give examples when stating my
point of view. [IM] O O O O

8. I can present a review of an artwork or

song and give specific reasons to O O O O
support my point of view. [IM]

9. I can retell or summarize a scene from

a literary text from the perspective of O O O O
one of the characters. [AM]

10. I can offer an opinion about a
controversial topic in a text from the
perspective of one of the characters. O O O O
[AM]

11. I can describe characters from a text,
detailing their physical attributes and O O O O
beliefs or opinions. [TH]

12. I can compare the actions or behaviors
of two characters from a text. [AL] O O O O

13. T can describe the people in a photo,
both their role in the photo and facts
about them and their relationship to O O O O
me. [IL]

14. I can talk about an activity depicted in

a photo, explaining when and where it O O O O
took place. [IM]

15. I can negotiate with another person to
make plans to meet. [IL] O O O O

16. I can discuss whether or not I like a
story or text with another person,
exchanging information, responding to O O O O
follow-up questions, and providing
reasons to support my opinion. [IH]

Additional Questions in the Post-Semester Survey

17. Reflecting on your experiences in this class this semester, do you feel as if your speaking
ability has improved as a result of taking this course?

a. Yes
b. Not sure
c. No

18. If given the chance (forget for a moment that you may be a graduating senior), would you
take a similarly structured course, meaning a literature course with an emphasis on in-
class speaking, again?

a. Yes
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19.

20.

21.

22.

23.

24.

25.

26.

b. No

This semester, in this course you engaged in some activities during class such as Speed-
Dating, Jigsaw, Mind-Maps, Yes/No (Tragisch/Komisch), Puppenspiel, Sequencing
(richtige Reihenfolge), large group discussion, etc. Reflecting back on your experiences
with these activities throughout the semester, were there any in-class activities that you
found to be particularly helpful for your learning? What stands out as being most
beneficial for developing your speaking ability and/or deepening your understanding of
the text? Please explain why.

Thinking about those same activities, were there any in-class activities that you found to
be less helpful for your learning? What stands out as being least beneficial for developing
your speaking ability and/or deepening your understanding of the text? Please explain
why.

Reflecting on your experiences this semester, how much impact do you think the
collaborative dialogues had on how well you were prepared for class?

a. No impact at all

b. Little impact

c. Some impact

d. Great impact

To further understand your rating to question 21 above, please elaborate on your
selection below. You may indicate what you found particularly helpful or challenging.

How much impact do you think the collaborative dialogues had on the development of
your speaking skills?

a. No impact at all

b. Little impact

c. Some impact

d. Great impact

To further understand your rating to question 23 above, please elaborate on your
selection below. You may indicate what you found particularly helpful or challenging.

How much impact do you think the collaborative dialogues had on your confidence to
speak in class?

a. No impact at all

b. Little impact

c. Some impact

d. Great impact

To further understand your rating to question 25 above, please elaborate on your
selection below. You may indicate what you found particularly helpful or challenging.
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27. Please share any additional comments here.
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Appendix B

Survey Results
Question # | Survey | Minimum | Maximum | Mean | Std Deviation | Variance | Count
1 Pre 3 4 3.57 0.49 0.24 7
Post 3 4 3.20 0.40 0.16 5
2 Pre 3 4 3.57 0.49 0.24 7
Post 3 4 3.60 0.49 0.24 5
3 Pre 3 4 3.71 0.45 0.20 7
Post 3 4 3.60 0.49 0.24 5
Ar Pre 3 Ar 3.14 0.35 0.12 7
Post 3 3 3.00 0.00 0.00 5
5 Pre 2 4 3.29 0.70 0.49 7
Post 3 3 3.00 0.00 0.00 5
6 Pre 3 4 3.43 0.49 0.24 7
Post 3 4 3.40 0.49 0.24 5
7 Pre 3 4 3.58 0.70 0.49 7
Post 3 4 3.60 0.49 0.24 5
8 Pre 2 4 2.71 0.70 0.49 7
Post 3 3 3.00 0.00 0.00 5
9 Pre 3 4 3.29 0.45 0.20 7
Post 3 4 3.40 0.49 0.24 5
10 Pre 2 4 3.29 0.70 0.49 7
Post 3 4 3.40 0.49 0.24 5
11 Pre 2 Ar 3.14 0.83 0.69 7
Post 2 4 3.20 0.75 0.56 5
12 Pre 2 Ar 3.57 0.73 0.53 7
Post 3 4 3.20 0.40 0.16 5
13 Pre 2 4 3.43 0.73 0.53 7
Post 2 4 3.40 0.80 0.64 5
14 Pre 2 4 3.43 0.73 0.53 7
Post 2 4 3.40 0.80 0.64 5
15 Pre 3 Ar 3.86 0.35 0.12 7
Post 3 4 3.40 0.49 0.24 5
16 Pre 2 4 3.29 0.70 0.49 7
Post 3 4 3.20 0.40 0.16 5
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Mean Student Scores

Score
N

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16
W Pre-Test 3.57 3.57 3.71/3.14 3.29 3.43 3.57 2.71 3.29 3.29 3.14 3.57 3.43 3.43 3.86 3.29

Post-Test| 3.2 | 3.6 3.6 3 3 34 36 3 34 34 32 32 34 34 36 3.2

Question Number

1 = Not yet 2 = With much help 3 = With little help 4 = Yes, I can do this well

Discussion

Simply put, there was not enough data (too few students and too few respondents) for the results
to be very meaningful. Only seven of the eight students responded to the pre-semester survey
and a mere five responded at the end of the semester. The survey was posted in the online
classroom management system and was completed on a voluntary basis. There was no way to
determine which students did not respond as the responses were confidential and the personal
identifiers removed from the data set. Students were reminded in class and via email. In order to
get a higher response rate in the future, the survey should be conducted during class or be part

of a homework assignment. Ideally, a larger sample size would be available as well.

In general, on ten of the questions, student averages went down, indicating that they
were less able to complete the listed tasks at the end of the semester than they were at the
beginning of the semester. However, at the beginning of the semester, half of the questions
received at least one response indicating that students could only complete the task with much
help. At the end of the semester, five of those tasks no longer contained that low score. The tasks
(#11, 13, 14) that still had at least one student that low were rated as Intermediate High, Low,
and Medium, respectively. This calls the task, the skill-level assignment, or the relevant in-class

instruction into question. All three of these tasks were practiced extensively throughout the
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course in a variety of ways including the interventions described above: collaborative dialogues,
jigsaws, and speed-dating.

It is also worth noting the changes in the three lowest scoring tasks from the initial
survey, since the instructors gave those tasks special attention. The lowest task (#8) showed the
greatest average improvement, but while one student scored it as a 4 (Yes, I can do this well) in
the first survey, no one scored it that high at the end of the semester. Question 11 also showed
slight improvement, but one student still felt they could only complete the task with much help.
Question 4 showed a slight decrease in student confidence. These three tasks received much
attention in a variety of activities, including the ones described above.

To reiterate, the instructors do not believe too much weight should be placed on student
confidence scores. There were just too few responses and a very small sample size. The survey
served as a nice guide to help the instructors focus their lesson plans and activities, but the
results do not demonstrate the effectiveness of the project. Instead, the instructors recommend a

linguistic analysis using collaborative dialogue recordings as an alternative measure.
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Appendix C

Collaborative Dialogue Prompt Examples

Dialogue Prompt Excerpts Prompt Type (Using Linguistic
Text (Originally in German) Bloom’s Taxonomy) Demands
Bahnwarter Thiel by 1. Compare Thiel’s two 1. Recalling—Remember 1. Present or past
Gerhart Hauptmann wives, Minna and Lene. & Comparing— tense,
What are their strengths Understand description &
and weaknesses? 3™ person
narration
2. Does Minna or Lene 2. Comparing & 2. Present tense,
remind you of people in Explaining— description, 1*
your own life? Explain Understand person
why or why not. narration,
explanation
3. The name “Minna” is an 3. Differentiating— 3. Present or past
alternative form of the Analyze & tense,

word Minne. Minne is a
word from the Middle
Ages, which means
courtly love. On the other
hand, Lene means
luminous or sublime.
What do you think: do
the women live up to the
meanings of their names?
How or why not?

Critiquing—Evaluate

description &
3™ person
narration,
explanation

Frage an das Schicksal 1.

by Arthur Schnitzler &
Der Fahrgast by Franz
Kafka

Who would you like to 1. Identifying— L.
hypnotize if you had the Remember

chance?

In what ways do these 2. Classifying— 2.
texts fit literary Understand &
impressionism, as Claude Comparing—

Hill defines it? Understand

Which text do you like 3.

better? Why?

108 | Developing Advanced Speaking Proficiency

Evaluating—Evaluate 3.

Present tense,
subjunctive
mood, 1* person
narration,
description,
explanation

Present tense, 3™
person
narration,
description,
explanation

Present tense, 1%
person
narration,
explanation



Appendix D

Jigsaw Activity Examples with Instructions

Text(s)

Task (Originally in German)

Group 1: “Das Karussell”
by Rainer Maria Rilke

Group 2: “Im Volksgarten”
by Peter Altenberg

Group 3: “Ballade des
aufleren Lebens” by Hugo
von Hofmannsthal

All groups answer the following questions. Tip: You do not have to answer should
the questions in the order that they are written here.

1. How understandable or puzzling did you find your text to be on a scale from
1 (very easy to understand) to 6 (very confusing)? Why? What questions do
you have about the text (even if you found it to be understandable)?

2. What objects or people were described either concretely or abstractly? How
clearly are you able to imagine them? Do they find themselves in a distinct
space or could they be anywhere? How well are you able to imagine their
setting? Could you sketch it?

3. Is there a specific person narrating from his/her own perspective—is there a
1% person narrator or is it the lyrisches Ich? If there is a narrator, name the
place where that becomes clear.

4. How much time passes in the text? Does everything happen in the blink of an

eye or in a longer time frame? Is there a shift between times? Does it happen
in the present or is the text about the past or future?

5. Using nouns and adjectives, how would you describe the mood of the text?

All groups: Die Verwandlung
by Franz Kafka

Fill out the table and answer the questions related to the quotation assigned to

your group.

1. Context: what happens before and after this excerpt?

2. Literary Devices: identify any use of symbolism, metaphors, foreshadowing,
etc. and explain their use.

3. Importance: why is this excerpt significant?

4. Themes: identify and explain any themes from the whole text exemplified in
this passage.

Additional questions:

Group 1: How does this text fit Naturalism?

Group 2: How does this text fit Impressionism?

Group 3: What other text have we read, which are similar to this story? What do
they have in common?

Group 4: What does “Ungeziefer” actually mean? Does it represent something in
Gregor’s life? Can you make any connections to what we learned about the reform

movement?
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Talking About the End: Developing Speaking
Proficiency in an Advanced Spanish Course

Michelle M. Hamilton and Alexander Korte, University of Minnesota

Introduction

Students have long reported a desire to improve their speaking abilities in their advanced foreign
language courses (Magnan, Murphy, Sahakyan, & Lafford, 2014; Mills & Moulton, 2017), and
departments and programs have long noted a lag between their students’ L2 oral performance
relative to their competencies in writing and reading, even among their graduating seniors
(Carroll, 1967; Soneson & Tarone, 2019). Indeed, many upper-level, foreign language studies
courses employ discourse patterns that do not foster advanced-level functions (Mantero, 2002;
Donato & Brooks, 2004; Darhower, 2014), and focus instead on literary analysis and cultural
content.' Recent scholarship has highlighted the problems of such a curricular imbalance (Arens,
2012; Barrette & Paesani, 2005; Donato & Brooks, 2004; Byrnes & Maxim, 2004). Balancing the
L2 learners’ need to receive important information on the history and cultural production of the
target language with the continued need to develop more advanced oral discourse has proven a
challenge for instructors of advanced language courses. The report of the Modern Language
Association (MLA) Ad Hoc Committee on Foreign Languages (2007) on L2 learning in higher
education has stressed the need for a more diverse, inclusive curriculum that combines both
language and content. Recent discussions in the field have provided us with some strategies on
how to bridge the language-content divide (Paesani & Allen, 2012; Darhower, 2014). The
purpose of this chapter is to detail the planning, implementation and outcomes of some of these
strategies as employed by the authors of this chapter, a professor and her graduate teaching
assistant (GTA), in an upper-level Spanish course that they taught at the University of Minnesota
in spring 2017. This project was part of the Proficiency Assessment for Curricular Enhancement
(PACE) Project, with funding from Language Flagship Proficiency Initiative. The purpose of the
grant was to establish a culture of assessment, self-assessment, and curricular improvement in

the L2 learning process. Large-scale assessments of students enrolled in language courses

! Special thanks to Dr. Mandy Menke for her assistance in directing us to the appropriate scholarship in these areas.



confirmed the slow growth of speaking proficiency in the upper-level of the Spanish curriculum,
with many students testing in the ACTFL Intermediate range. This initiative was in response to

those results.

The PACE Project, through the Advanced Speaking Initiative offered an opportunity to
explore how to develop new curricula in the context of upper-level topics. The instructors’
course utilized the University’s online course management platform, Canvas, as well as the
services of the CLA Language Center at the University of Minnesota, to build into the class
syllabus opportunities for students to practice their Advanced speaking and listening skills in the
target language. The Advanced Speaking Initiative provided additional funding, which allowed
for a GTA for the course. As part of the initiative, the GTA met and collaborated with the
specialists in charge of the grant at the CLA Language Center, affiliates at other Big 10
Universities, and with his cohort of GTAs with similar positions in other language
departments/programs at UMN (in French, German and Arabic).

We (Hamilton and Korte) were able to incorporate both in- and out-of-class activities
focused on developing the students’ speaking and listening skills through the use of digital
content (including films, Youtube material in Spanish, and students’ video recordings made on
their personal devices). The scholarship of Rod Ellis supports the efficacy of such activities (Ellis,
1985; 2005; 2009). We took what would have been more traditional assignments, such as short
papers or even written forum responses, and reimagined them as speaking opportunities, using
newer existing online genres, such as the Youtube tutorial, film review, or video diary as models
or examples that could be adapted to course content. In this chapter, we give the details of the
advanced-level Spanish course that we adapted for the Advanced Speaking Initiative. We explain
the elements we used to develop students’ speaking and listening skills, and we provide two
examples of class units that show how we combined the cultural and historical context and
content we wanted the students to learn with the linguistic and performative tasks we wanted
them to review and use.

Lastly, the tasks we incorporated aimed at enabling students to perform presentational
and interpersonal communication at the ACTFL Advanced level (ACTFL 2017 Proficiency
Benchmarks). Specifically, and through guidelines clearly established in assignment rubrics,

these tasks encouraged students to present organized, paragraph-length information that

112 | Developing Advanced Speaking Proficiency



informed, described, and explained a variety of topics while using multiple time frames and
moods, such as the imperative, the preterite, imperfect, present, future indicative, and the past
and present subjunctive. Certain tasks also encouraged students to perform interpersonal
communication through exchanging and defending ideas and points of view, again using
organized paragraphs, across major time frames. This chapter first provides an overview of the

course, followed by a description of the approached followed.

The Course: “End Times in Spanish Culture”

The course selected for participation in the Advanced Speaking Initiative was Spanish 3510
(SPAN 3510). SPAN 3510 is one of multiple elective topics courses for which students can earn
credit toward the Spanish major and minor at the University of Minnesota, Twin Cities.
Hamilton had already planned to teach the course on the topic of the “End Times in Spanish
Culture,” which had been advertised and enrolled to a capacity of 25 students in Spring semester
2018. This was an upper-level, 3-credit course on Spanish culture. The class met twice a week
for 75 minutes sessions, for a total of 2 hour and 30 minutes of class weekly. Both instructors
were present at all sessions and both participated in providing content and guiding student-
centered class activities. Of the 25 students enrolled, 22 were seniors and 4 were juniors. There
were no international students. A few students had travel abroad experience in a Spanish-

speaking country.

The topic of the course was the Apocalypse in Spanish Culture, as examined through a
broad historical and cultural lens. The course description, as advertised to students in the
university catalog, laid out what was to be covered in the class, including the theoretical
approach and the various forms of cultural production that students would be required to

engage with:

In times of crisis, imagining the end of time—of human civilization on earth—has
been a mechanism through which people ponder what it is that is truly important
to them in this life. Just as images of the afterworld (of heaven and hell for
Christians) reflect the values and desires of people on earth—of what they most
want and what they most fear—images of end times similarly reflect what people
see as causing their own destruction. These causes may be moral, political,
environmental, natural and/or supernatural. In this class we will explore how
Spaniards have imagined end times, from the Middle Ages to the present. While
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in earlier centuries the Bible provided the central model of the apocalypse, in the
recent past, movies and Sci Fi have supplied models based on scientific advances.
We will read texts, including the biblical books of Daniel and Revelations,
medieval and early modern prophecies such as those of Columbus and the
Moriscos, as well as view films such as Rec, Los ultimos dias, El dia de la Bestia and
3 dias.

The student learning outcomes for the course included: (1) an increased awareness of
cultures and history of medieval and contemporary Spain; (2) further knowledge of multiple
perspectives (religious, political, personal, environmental) on people and their place in the
world; and (3) the development of speaking, writing, reading and listening skills in academic

Spanish; and practice conducting research in Spanish.”

Approach to Course Development

Since this was a new course that had not been taught before, we were able to develop a course
syllabus and materials with a focus on speaking opportunities for students. We used the course
management platform, Canvas, which had just been instituted at the University of Minnesota.
Canvas was used to facilitate having students record and upload responses to prompts designed
to focus on particular grammatical and communicative strategies. For example, specific focus on
the past and future indicative, the past and present subjunctive, and the imperative encouraged
students to work across major time frames and moods. Likewise, emphasis on the structure of an
argument helped students to construct cogent output that was descriptive and synthesized.
Instructor requests to provide specific details from texts also helped students to develop
substantive and persuasive arguments. Attention was given to these strategies both through in-
class, overt instruction and via expectations clearly defined in the assessment rubrics for these
activities. These strategies, when employed collectively and practiced throughout the semester,
model ACTFL’s advanced-level speaking performance benchmarks. These activities counted for
25% of the final course grade, and they represented the part of the curriculum where we
explicitly tried to adapt exercises that would have focused on developing reading and writing
skills (such as short response papers or original writing) to exercises instead designed to foster
speaking skills. We met with the Language Center specialists to discuss students’ development in
oral versus written competencies, as well as students’ desire to have more opportunities to

develop spoken language skills in upper-level courses. We also had meetings with other
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instructors and GTAs to discuss possibilities and examples of how to incorporate oral
performance in the classroom effectively. The Language Center provided information on
challenges and opportunities in transforming the advanced level course in order to help students

achieve advanced-level speaking proficiency.

A major component of the approach consisted of in-class activities that included a brief
review of homework questions and guided small-group activities based on materials assigned
that particular week. In other words, the course followed a basic flipped-class approach in which
students were assigned a portion of the content being covered that week, and as homework they
prepared a short written paragraph responding to question prompts to certain aspects of the
content. Examples of homework prompts included describing paintings, summarizing a text or
section of a text, and analyzing a character’s motives or actions. Having students engage with the
material prior to class allowed for in-class time to be spent expanding their base knowledge of
the content through peer-to-peer homework comparisons and discussions as well as through
instructor-lead lectures. In-class exercises focused on the relevant vocabulary and thematic
concepts for that particular unit. Student participation (which counted for 25% of the final
course grade and also included class attendance), was taken from their engagement in these in-
class activities. In addition, 15-20 minutes of select classes (pre-scheduled) were devoted to a
single 2-3 student group presentation. These in-class presentations, which counted for 15% of
the final course grade, gave students the opportunity to work with a partner to prepare and
rehearse a visual essay comparing a text (a book, movie, painting, news article, etc.) from the
course with one that the students selected and which was unfamiliar (or at least not covered in
class), which they then presented to the rest of the students in class.

Work done outside of class included online weekly quizzes (10% of the final course
grade) designed to build vocabulary that would be useful in both discussing the material covered
in that unit, as well as more globally in advanced conversations. Quizzes were completed online,
through the course Canvas site. The six activities students completed over the course of the
semester (25% of the final course grade) were larger tasks that required students to critically
analyze and interpret content via different mediums of communication. For example, students
developed and uploaded a presentational-style video in which they assumed the role of a

character in the text and grappled with a particular prompt or question. In addition to the
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quizzes and activities, the third component of the class was the final project, which was 25% of
the final course grade. For these projects, students worked individually, interpreting and
analyzing a theme or topic related to the course and its content. They either completed this
project via a traditional academic essay or in a creative medium such as a poem, short story,
newsreel, song, etc.

The final grade breakdown for the class was as follows: Participation, 25%; Quizzes,

10%; Activities, 25%; In-class Presentations, 15%; Final Project, 25%.

Development and Implementation of Lesson Content: Talking About “The
End Times”

We (Hamilton and Korte) met regularly and discussed lesson content and goals for each
instructional week. We also discussed how to balance the teaching of content and language
instruction, with particular focus on the type of language constructions that would be most
useful for any said lesson content. For example, we used review of the past subjunctive for lesson
content that asked students to consider what they would have done in the situation and context
of any one character in that week’s text (e.g. “Qué habrias hecho si fueras La Celestina?” What
would you have done if you were Celestina?”). We based activities on readings, films, and paintings,
as well as on general topics shared by multiple texts in class. We also agreed upon goals as far as
practice with particular grammatical structures or linguistic forms. This was a new course, so we
did not need to revise existing content, although we think it would be relatively easy to modify
an existing lecture course into a more dynamic class setting by using the type of activities we
employed, especially since this model incorporates techniques that most language instructors
already do, even in courses that focus on reading and writing skills. For example, we scaffolded
content so that lessons progressed from simple to more difficult tasks. To achieve this, we
included vocabulary instruction in the form of contextualized, online quizzes, and we included
overt review on grammatical and rhetorical items (Daller, Milton & Treffers-Daller, 2007;
Milton, 2009). We also provided critical terms in the form of “como analizar”/“how to analyze”
guides (see Appendix A) for each genre of content studied (i.e., visual image, film, literary text,
religious text). In this very explicit manner, we provided students with the relevant grammatical,

lexical, and rhetorical tools to perform necessary tasks at an Advanced level, which was then put

116 | Developing Advanced Speaking Proficiency



to the test with in-class, guided reviews and exercises followed by out-of-class assignments that

required each student to use the above skills in short, spoken activities.

Students did a variety of activities, from movie reviews to DIY videos on how to survive
the apocalypse. We chose to focus on building and using specialized and practical vocabulary
and verb tenses and moods that are often problematic for non-native speakers, and that were
relevant to each activity. For example, we focused on survival vocabulary and the imperative
mood during the DIY-apocalypse activity, in which students would be talking about medicine
and tools as well as giving many commands while completing their assignment. The class was
structured around a series of eight texts for which four key components were provided, and for
which students completed an oral (or, when permitted, a written) activity. These key
components consisted of a guia or introduction to the text, a vocabulary quiz based on ten terms
relevant to the text (and its discussion), a class activity requiring students to produce oral
reactions based on the text, and an actividad or student response to a prompt with a detailed
explanation of the concept and requirements of each actividad.

We crafted the study guides that introduced each text (whether film, visual image or
literary text), providing information on their cultural context, the ways in which they fit into the
course, and relevant vocabulary. We then created the activities described above that would give
students the opportunity to create original content based on the texts studied for class as well as
on their own experience and to utilize the vocabulary and grammatical structures that we had
focused on in that unit. The specialized rubrics for each assignment (see the Appendix B and D),
made available to students online on the actividad page in Canvas, made it clear what we wanted

them to practice and employ in the activities.

How to Talk About the End

In the course students were presented with and asked to reflect upon a series of films, short
stories, excerpts from longer works, and visual images. Select themes and texts corresponded
with an activity assignment that students completed after review of the content. For this chapter
we have selected what we think are two representative examples of these activities, one analyzing
the protagonist of a work read in class, and one requiring students to come up with an original

“how to” manual explaining what to do to survive the apocalypse. Both were digital activities in
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which students were tasked with uploading a recording in which they analyzed the texts using

the presentational communication mode.

Activity Example A, “El Juicio de Celestina”/“The Judgement of Celestina”

One of the texts we studied was the 15th-century work, La Celestina, by Fernando de Rojas.
Students purchased Patricia S. Finch’s full text edition (2003). This edition was chosen
specifically for its commitment to serving the pedagogical needs of university-level students
whose first language is not Spanish. Students using this edition can benefit from glosses of
antiquated words and structures as well as a scholarly introduction and brief chapter summaries
at the beginning of each chapter. While they purchased a modern edition of the edited text, they
were asked to focus especially on the prologue and chapters 1, 3, 20 and 21. They read the
summaries of the other acts included in the earliest print editions of the work. Because of the
length of the text, we chose to cover only these four acts so that the lesson could be completed in
a few classes. Additionally, these acts provide students with a good general understanding of the
work’s plot and major themes. Act 1 deals with Calisto’s blasphemous love for Melibea, his
servant Sempronio’s misogynistic rebuttal of his master’s love for Melibea, and finally their plot
to employ Celestina, an old matchmaker rumored to be versed in the arts of dark magic, as a go-
between to secure Melibea’s love. Act 3 reveals more about Celestina’s nature and background.
Acts 20 and 21, the final two of the work, see Melibea agonize over the death of her lover
Calisto, and, after deciding she must reunite with Calisto in death, throw herself from a high
tower. Upon finding his daughter dead, Melibea’s father Pleberio then delivers a soliloquy in
which he bemoans his family’s fate and questions life’s machinations. This was a 3-day lesson
that culminated in an in-class mock debate between students and an out-of-class presentational

activity which students uploaded to Canvas.

On Thursday, the first day of the lesson, students came to class having read the
“Introduction to Students,” the prologue, and half of the first chapter. They also completed a
short online vocabulary quiz in preparation for class discussion. They brought to class their
written answers to the homework question: “Segun el autor en el prélogo, ;por qué escribié La

Celestina?”/*According to the author in the prologue, why did he write La Celestina?” Class started

with two activities that involved the entire class. First, students answered two questions using
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the digital tool Chimeln, (a web-based student response tool).” The two questions were: 1) Does
true love exist? and 2) What/who is a truly romantic couple? Next, the homework question
regarding the author’s intentions in writing his work was discussed. After the class discussion on
the homework question, the class was divided into small groups and worked together to
complete a handout in which they had to link the information of certain main characters with
specific passages and make guesses on the possible motivations based on their words and actions
up to this point in the text (see Appendix C). The whole class then reconvened to review answers
to the questions. These activities took roughly 50 minutes (10 minutes for Chimeln, 15 minutes
for the homework question, 25 minutes for the handout), at which point the lesson ended to
allow time for an unrelated, in-class, student presentation.

Over the weekend, before Tuesday’s class (the second day of the lesson), students
finished the first chapter, read the summary of the second chapter, read all of the third chapter,
and read the summaries for chapters 4 to 9. They also completed a second online vocabulary
quiz and brought to class their answers to another homework question: “;Cuales son dos cosas
que le revela Celestina a Sempronio en el capitulo 3?/“What are two things that Celestina reveals to
Sempronio in Chapter 3?” Hamilton lead discussion in class on the prologue and chapters 1 and 3.
Main topics included the author’s world vision, Celestina the character, her office and her clients.
Class time was again divided into a 50-minute lesson on La Celestina and a student presentation.

For Thursday’s class, the third and final day of the lesson, students read the summaries
for chapters 10 to14, and 19, and read the final chapters of the work, 20 and 21. They also
brought to class their answers to the homework question: “Pleberio le pregunta a la difunta al
final de la obra: ‘;Por qué me dejaste triste y solo [en el mundo]?’ ;Qué piensas? ;Por qué se
suicido Melibea?/“Pleberio asks the deceased Melibea at the end of the book: ‘Why did you leave me sad
and alone in the world?” ‘What do you think—why did Melibea kill herself?” To begin class, Korte led a
discussion that focused on Melibea’s demise and her intentions behind her suicide. Topics
included the role of fortune and faith in the characters’ lives. This activity took roughly the first

20 minutes of class.

* For more on Chimeln, see https://chimein.cla.umn.edu: “Chimeln is a powerful and fun web-based student
response tool. . . . Chimeln leverages the digital devices students already carry to provide a rich user experience.
Instructors manage questions via a simple web interface, and students can respond via web browsers, smart
phones, or text messages.”
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After completing this activity, students were asked to think about Celestina’s culpability
after reading the following passage: “Soy una vieja cual Dios me hizo, no peor que todas. Vivo de
mi oficio, como cada cual oficial del suyo, muy limpiamente. A quien no me quiere no le busco.
De mi casa me vienen a sacar, en mi casa me ruegan. Si bien o mal vivo, Dios es el testigo de mi
corazon”/“I am an old woman—one of God’s creatures—no wotrse than any other. I live from my work,
like everyone in their own respect, very respectfully. Whoever doesn’t wish to deal with me, I don’t seek
out. They come to my house, seeking me out, and it is in my house that they beg for my help. Whether I
choose to live a good life or a bad one is only God’s business.” (Rojas, 2003, p. 164). The students
were then asked to divide into two groups, those who thought Celestina was a villain and those
who thought she wasn't guilty or evil. Next they were asked to spend roughly 10 minutes with
their group finding textual evidence from the chapters read that supported their argument. In the
last 30 minutes of class, Korte moderated an informal debate between the two groups, soliciting
individual student responses and requesting textual justification when appropriate.

The in-class mock debate naturally prepared students for the out-of-class presentational
activity which they were to complete that weekend by uploading their video response to the
course Canvas site. The prompt for the assignment, given in Spanish, (English translations are
provided here for the reader) included context and directions, but also a section of useful
vocabulary and Youtube links to instructional/informational videos in Spanish on mounting a
legal defense, forming arguments, and addressing a jury. (For more on how this activity was set

up by in-class study and the mock debate, see Appendix E, Diagram of steps for Activity 3.)

Actividad 3: El Juicio de Celestina (de Rojas)/Activity 3: The Judgement of
Celestina (By Rojas)

Imaginate que eres Celestina después de morir. Llegas a tu juicio final frente un
tribunal. Te piden que hagas un breve resumen de tu vida y, basado en este
resumen, eliges tu destino en la ultratumba (afterlife). ; Te consideras mala o
buena (mereces la salvaciéon o la condenacion)? ;Por qué? ;Eres un agente en tu
propia vida, o hay fuerzas exteriores (las hadas, los vecinos, el gobierno, etc.) que
te han afectado la vida? [Imagine that you are Celestina after having died. You arrive
at your final judgment in front of a tribunal. They ask you to summarize your life, and,
based upon this summary, you are determining your fate in the afterlife. Do you
consider yourself good or evil (do you deserve salvation or damnation?). Why? Were you
an agent in your own life, or are there exterior forces (the fates, neighbors, the
government, etc.) that have affected your life?]
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Elementos de tu caso incluiran: (Elements of your defense should include):

e el resumen de la vida con ejemplos claves (basado/s en La Celestina de Fernando de
Rojas)[the summary of your life with clear examples (based on La Celestina by
Fernando de Rojas)]

e cuando es apropiado, una explicacion de como un episodio muestra tu naturaleza
(buena o mala) [when it is appropriate, an explanation of how an episode
demonstrates your (good or evil) nature]

e una explicacion con cada ejemplo/episodio presentado de lo qué ha sido tu papel
(agente o victima de otros) [an explanation, with each example/episode presented, of
what has been your role (agent or victim of another)]

e al concluir tu resumen, un argumento que intenta persuadir a los jueces [upon
concluding your summary, an argument that tries to persuade the judges]

Debes basar tus ideas en los pasajes de la obra que analizamos en clase. Es
importante que presentes pruebas textuales para demostrar tu conocimiento del
tema. También puedes anadir, segun los temas discutidos en clase y lo extra que
habras leido de la obra, hechos ficticios sobre su (tu) vida que apoyen tu discurso.
[You should base your ideas on the passages of the work that we analyzed in class. It is
important that you present textual evidence to demonstrate your understanding of the
theme. You could also include, according to the themes discussed in class and anything
extra that you've read from the work, stories about your life that support your
argument.]

Organiza tus ideas y prepara una respuesta para grabar y subir, como si estuvieras
dando una presentacion o discurso publico. Puedes consultar notas, pero NO
DEBES leer un mondlogo ya escrito totalmente. Debe durar entre 3-5 minutos.
[Organize your ideas and prepare an answer to record and upload, as if you were giving
a presentation or public speech. You can consult notes, but you SHOULD NOT read a
monologue already written. It should be between 3-5 minutes.]

Vocabulario Util:

presunto delito—presumed crime
testigo—witness

descargar—to throw out
imputado/a—the accused
juez—judge

victima—victim
audiencia—hearing
proceso—court trial
coercion—coercion

tomar una decision—decide
tomar juramento—swear an oath
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Modelos para Referencias [Models for Reference]

Una audiencia actual [a real court hearing]: Video. Youtube. June 21, 2008. Video
of a hearing at a Columbian court. Includes statements by court officials, lawyers
and statement of the accused: https://www.youtube.com/watch?v=tAHOr710hvQ

Tutorial: Cémo hablar en una audiencia de juicio oral (para abogados) [How to
speak in a court hearingl: Video. Youtube. Tu Abogado Virtual. Jan 17, 2017.
Tutorial designed as a training video for law students. The presentation is
designed to prepare law students for the oral defense of their client. It includes
written examples of statements for various types of defenses:
https://www.youtube.com/watch?v=EDHye7Cbh]7s

Tres consejos para argumentar mejor [Three pieces of advice to better argue]: Video.
Youtube. Oct. 26, 2016. Miguel Carbonell. Centro de Estudios Juridicos
Carbonell. Argentina. Three pieces of advice to make a lawyer’s argument

better: https://www.youtube.com/watch?v=F5tGNtMhk4Q

Una defensa contemporanea cubierta en las noticias [A modern legal defense covered
in the news medial: Video. Youtube. Feb 19, 2018. SIN Noticias. Dominican
Republic. News coverage of a contemporary criminal case:
https://www.youtube.com/watch?v=rvIDDfVkxjA

Overall, this activity was successful. First, the structure of the activity encouraged
students to produce advanced-level language functions in the presentational mode (NCSSFL-
ACTFL Can-Do Statements, 2017). Specifically, it required students to argue their opinion on
the complex issue of salvation in the afterlife while supporting their stance with textual evidence.
Summarizing Celestina’s life required students to work in the imperfect and preterite tenses.
Additionally, they delivered these arguments in the first person, but from the perspective of the
character Celestina herself, an exercise that required critical thinking in the hypothetical and
consequently required the use of the subjunctive mood.

The following example (Example 1) is a literal transcription of a portion of one student’s
submitted assignment and demonstrates how the student builds an organized argument with
supporting details through the use of certain advanced-level functions. This example represents a
1 minute 18 second verbatim transcription of their assignment submission, of which the total
duration was 4 minutes 39 seconds. The entry was transcribed with no corrections made to
grammatical mistakes. Note how they are able to manipulate time frames through the correct use

of multiple verb forms and tenses:
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Example 1

Para los huérfanos, yo hice los servicios de la caridad, pues en este caso era agente
carinosa y generosa. Algunos creen que mi trabajo con los huérfanos era de mal
intencion porque muchos de los huérfanos continuan de trabajar como
prostitutas, pero yo creo que es la sociedad que falla a los huérfanos en este caso
porque no proveia a ellos los recursos que necesitaban para sobrevivir sin hacer el
labor sexual. [...] Me merezco ir al cielo para la ultratumba porque solamente hice
los trabajos que necesitaba hacer para sobrevivir como mujer marginalizada en
esta sociedad y para ayudar a otras personas marginalizadas como los huérfanos y
las chicas y mujeres también para sobrevivir.

[I did charitable work helping orphans, so in this case I was a kind and generous agent.
Some think that my job with the orphans was done with bad intentions, because many of
the orphans continue to work as prostitutes, but I think that it is the society that fails the
orphans in this case, because it wasn’t providing to them the resources that they needed
in order to survive without performing sexual labor [...] I deserve to go to heaven in the
afterlife because I only did those works that I needed to do in order to survive as a
marginalized woman in this society and in order to help other marginalized people to
survive, like the orphans and also other girls and women.]

In Example 1 we see the student successfully switching between the use of the preterite
(hice), the imperfect (era), and the present (creen, contintian) in order to establish a narrative and
then come to a supported conclusion (“Me merezco ir al cielo”/“I deserve to go to heaven”™). The
student makes clear that the title character Celestina, whose point of view they have adopted for
this activity, has indeed helped and cared for marginalized members of her society such as
orphans, prostitutes, and women. The student’s combined use of vocabulary, past and present
verb tenses, as well as awareness of historical and social context in order to arrive at a persuasive
conclusion demonstrate control of Advanced proficiency benchmarks.

Another student (Example 2) also justifies the character’s actions and argues that she
deserves compassion. This example represents a 58-second verbatim transcription of their

assignment submission, of which the total duration was 3 minutes 17 seconds.
Example 2

Aunque mis motivos fueron por el dinero solo queria ayudar a mi gente. Todas
nosotras necesitamos el dinero para vivir, entonces yo hice lo que necesitaba para
sobrevivir. Al final, estas personas tomaron la decision de venir a buscarme por la
hila, entonces su fortuna mala no es mi culpa. [...] Yo sé que yo hice algunos actos
cuestionables, por ejemplo, cuando invoqué el diablo, pero solamente porque
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queria asegurar el éxito de este amor entre Calisto y Melibea. Yo tenia todo el
control entre todo el proceso y estaba mandando lo que queria para la pareja. [...]
Yo creo que todas las personas merecen la compasion y la comprension y este es
porque yo merezco ir al cielo.

[Although I was motivated by money, I only wanted to help my people. We all need
money to survive, and therefore I did what I needed to in order to survive. All told, these
people made the decision to search me out [to buy] thread, and therefore their
misfortune is not my fault. [...] I know that I did some questionable things, for example,
when I invoked the devil, but only because I wanted to ensure the success of this love
between Calisto and Melibea. I was in control between [sic.] the process, and I was
bringing about the outcome I wanted for the couple. [...] I believe that everyone deserves
compassion and, understanding, and this is why I deserve to go to heaven.]

Similar to the Example 1, the student in Example 2 also successfully establishes a logical
narrative that navigates between the preterite and imperfect (including the irregular hacer) mood.
Similar to Example 1, this student concedes that certain aspects of their character may be
considered evil by their would-be jurors. Here for example, the student admits to invoking the
devil, but qualifies the decision by making known her total control over the situation, as well as
her good intentions in doing so. In this example, although there are some grammatical errors,
the student also employs Advanced functions by clearly supporting their argument with textual
evidence in an organized, extended paragraph that successfully maneuvers between past and

present time frames.

Activity Example B, “Como Sobrevivir el Apocalipsis”/“DIY: How to Survive the
Apocalypse”

This activity centered not on a specific text, but instead asked students to consider all previous
texts studied in class as they prepared a presentational video that offered a “do it yourself” guide
on how to survive a zombie apocalypse. Students had read for class a section of Manuel
Loureira’s 2007 novel, Apocalipsis Z: El principio del fin in which the protagonist-narrator
describes in vivid detail how he uses a series of household items to fight off zombies and escape
from his home in Galicia to safety on a boat offshore. To introduce the activity in class, we had
students work with new vocabulary in an exercise that had them consider: “;Cual de estas cosas
te serviria mejor en un apocalipsis?”/“Which of these items would be most useful to you in an
apocalypse?” We led the class through the list of new items, which included such things as a

shortwave radio, batteries, water, an all-terrain vehicle, a knife, matches, fuel, etc., negotiating
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each of their meanings. Afterwards, we put them in pairs and asked them to imagine how they
would respond to the zombie apocalypse as described in the novel. They were then tasked with
coming up with a plan of action for survival, responding to questions such as, “;Qué hubieras
hecho en esa situacion? Qué harias en una situacion similar?”/“What would you have done in that

situation? What would you do in a similar situation?”

Students were then assigned the task, to complete at home over the weekend, of creating
an instructional video explaining what steps to take, and what items one will need, to survive a
zombie apocalypse. The task included context and directions in Spanish, (English translations
are provided here for the reader), a grading rubric (see Appendix D), as well as a section with
resources in the form of Youtube links to safety videos that gave explicit instructions on how to

avoid earthquakes and tornadoes.

Actividad 6: DIY Apocalipsis Zombie/Activity 6: DIY Zombie Apocalypse

Como Sobrevivir el Apocalipsis Zombi

Para esta actividad tienes que hacer un video de 4 a 6 minutos de duracién con
consejos sobre como sobrevivir el Apocalipsis de los no muertos. Ya hemos visto
peliculas (Rec; Soy leyenda; Shaun of the Dead) y leido obras (Apocalipsis Z;
“Monstro”) en las que vemos como puede ser el Apocalipsis causado por los no
muertos y en que hay algunas pistas sobre como uno puede sobrevivirlo. Al estilo
de los videos DIY (Como hacerlo), crearas un video explicando a los no expertos
qué recomendarias para sobrevivir un ataque mundial de los zombis. Un video asi
normalmente incluye una explicacion /definicion del problema, una explicacion,
paso por paso, de como remediarlo y una conclusiéon/resumen.

[For this activity you have to make a video between 4 and 6 minutes with advice on how
to survive the Zombie Apocalypse. We have already seen films (Rec; I am Legend; Shaun
of the Dead) and read works (Apocalipsis Z; “Monstro”) in which we see how the
Apocalypse can be caused by zombies and in which there are some clues about how one
can survive it. Using the format of the DIY video, you will create a video explaining to
an unspecialized audience what you would recommend in order to survive a world-wide
zombie attack. A video like this normally includes an explanation/definition of the
problem, a step-by-step explanation of how to solve it, and a conclusion/summary.]

Modelos y Recursos [Useful Models and Resources]

Consejos para sobrevivir un terremoto [Advice on how to survive an earthquakel]:
Video. Youtube. Badabun. Sept. 9, 2017. Advice on how to survive an
earthquake. Step by step commentary and advice on surviving an earthquake
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aimed at all ages. Accompanied by animation. Transcript of text available on
Youtube: https://www.youtube.com/watch?v=6Im9ezEwFdw

5 Trucos para sobrevivir si eres enterrado vivo (chistoso pero un poco oscuro)
[Five tricks to survive if you are burried alive (funny but a little dark)]: Video.
Youtube. Drawblogs. Five Tricks to Survive if You Are Buried Alive. A humorous
video that includes creative animation and information about how to breath and a
cell phone to try and escape, but which cites studies proving, it is, in fact,
impossible: https://www.youtube.com/watch?v=zC92ZaEINBw

Qué hacer en caso de tornado [What to do in case of a tornado]: Video. Youtube.
Shenti Lauren. Alabama TV. May 3, 2017. What to Do During a Tornado. An
emergency preparedness video in which the presenter reminds viewers that
during bad weather they should listen to the news and explains the difference
between a Tornado Watch and Warning. If there is a warning, people need to
seek shelter in the lowest floor of a building, and protect their heads:
https://www.youtube.com/watch?v=LV7PV-T7Eek

As opposed to the previous example activity, which had students give a persuasive

argument, this activity asked students to present information in a descriptive or procedural

manner, making sure to employ commands. Students completed this activity with relative

success, as demonstrated by their adherence to the assignment rubric. In this response (Example
3) (here transcribed from the video submitted), the student instructs the listener to stockpile the

things they will need in the basement or safe room, to make sure and have material to fortify the

walls, and not to leave unless it is absolutely necessary:

In the following example (Example 3) the student successfully manages affirmative and

negative (informal) commands and employs the subjunctive in order to offer a brief summary of
information. The vocabulary is effective, and, by navigating multiple grammatical moods their

plan of action is well established. This example represents a 45-second verbatim transcription of

their assignment submission, of which the total duration was 4 minutes 16 seconds.

Example 3

Almacena todos necesidades para la vida y la evacuacion de tu casa en su sétano o
su habitacion segura. Repon algunos de estos cuando sea necesario antes del
apocalipsis para preparar para el apocalipsis. Al final, ten materiales para reforzar
las paredes de tu casa en tu espacio seguro. Y, lo mds importante, no te vayas a
menos que sea necesario. Con este consejo puedes sobrevivir un apocalipsis
zombi. (Student 3)
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[Stock pile in your basement or your safe room all you will need to survive and to
evacuate. Replace some of these materials as necessary before the apocalypse in order to
prepare for the apocalypse. Above all, have materials to reinforce the walls of your
house in your safe space. And, the most important, don’t leave unless it is necessary.
With this advice you can survive the zombie apocalypse.]

Another student (Example 4) introduces their instructions by noting that there has been
growing concern of a possible zombie apocalypse, claiming they have created the DIY video in
anticipation so that their viewers will be prepared for such an event. This example represents a
17-second verbatim transcription of their assignment submission, of which the total duration

was 4 minutes 53 seconds.
Example 4

En los afios recientes ha sido un interés creciente en lo que pasaria si hubiera un
apocalipsis zombie. .. He creado este video para que todos estén preparados y
sepan qué hacer durante un apocalipsis zombie... (Student 4)

[In recent years there has been a growing interest in what would happen if there were a
zombie apocalypse. .. I have created this video so that everyone is prepared and knows
what to do during a zombie apocalypse.]

In Example 4, the student demonstrates structural control of many time frames and even
the subjunctive (though substituting ser for haber) in their brief introduction. The allusion to a
general yet shared concern in recent years provides immediacy and is followed quickly by a
straightforward justification that prepares the audience for the information to follow. Though a
short excerpt from a longer submission, the clearly organized introductory material is indicative
of the student’s control over their ideas and their ability to present these ideas in a cohesive,

paragraph-length procedural statement.

Success and Student Responses

In general, students responded positively to the pedagogical interventions implemented and
certainly improved their speaking skills. The four examples outlined above provide evidence that
students successfully managed the desired linguistic outcomes of our tailored activities.
Additionally, students expressed an appreciation for the many opportunities they had to overtly
practice their speaking skills. We noted marked improvement in oral performance; as the

semester progressed, students became more comfortable speaking, and they employed a richer
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vocabulary and range of verb tenses and moods. To what degree their improvement is due
specifically to curricular interventions, and to what degree it is due to general L2 exposure and
engagement over the course of the semester is uncertain. However, we believe that the explicit
tasks devoted to speaking skills we developed and deployed in class and had them do outside of

class contributed to this improvement.

Our analysis of student improvement can be further corroborated with results obtained
from two self-assessment questionnaires that students completed during the semester. The
questionnaires were delivered using Qualtrics, an online survey system: at the beginning (24
responses) and at the end (24 responses) of the semester. Students provided ratings to 16 Can-
Do Statements that aimed at capturing their speaking skills self-rankings on a range between
Intermediate-Low and Advanced-Mid. Each statement included four choices: 1) Not yet; 2) With
much help; 3) With little help; 4) Yes, I can do this well. In response to the statement judging
Advanced-Mid skills “I can tell a long, paragraph-length story based on a sequence of pictures
using connecting words, and adding creative details that aren’t in the pictures” the results were
as follows: at the beginning of the semester, 25% of students reported they could do this “with
much help,” 62.5% reported “with little help,” and 12.5% reported “Yes, I can do this well.” At
the end of the semester, however, only 8.3% reported they could do this “with much help,”
while 58.3% reported they could do this “with little help” and 33.3% reported “Yes, I can do this
well.” The following two graphs in Figure 1 represent a visual breakdown of these data.

Figure 1. Survey Results for Advanced-Mid Can-Do Statement

"l can tell a long, paragraph-length story based on a "l can tell a long, paragraph-length story based on a
sequence of pictures using connecting words, and adding sequence of pictures using connecting words, and adding
creative details that aren't in the pictures" (Advanced-mid) creative details that aren't in the pictures" (Advanced-mid)
beginning of semester end of semester

14 14
1 12
10 10
8 8
6 6
3 4
2 B
0 D I
yes, | can do this wel

not yet with little help with much help | not yet with little help with much help yes, | can do this well

As shown in the graphs in Figure 1, at the end of the semester, five more students, or an

additional 21% of the class total, reported being able to perform this activity well. Additionally,

128 | Developing Advanced Speaking Proficiency



the responses to another Advanced-Mid statement proved particularly telling, as shown in Figure
2. At the beginning of the semester, in response to the statement “I can retell or summarize a
scene from a literary text from the perspective of one of the characters,” 4% (or one student)
reported “with much help,” 71% of students reported “with little help,” and 25% reported “Yes, 1
can do this well.” At the end of the semester, however, in response to the same question, 12.5%
reported “with much help,” while 37.5% reported “with little help” and 50% reported “Yes, I can
do this well.”

The following two graphs represent a visual breakdown of these data.

Figure 2. Survey Results for Advanced-Mid Can-Do Statement

"l can retell or summarize a scene from a literary text from "I can retell or summarize a scene from a literary text from
the persepctive of one of the characters" (Advanced-mid) the persepctive of one of the characters" (Advanced-mid)
beginning of semester end of semester

16
12

14
10

12
10 8
8 6

6
4

a
2

2
o | o

notyet with little help with much help yes, | can do this well not yet with little help with much help yes, | can do this well

Data in Figure 2 show that two more students (8%) actually reported being able to do
this “with much help” at the end of the semester than at the beginning. One possible explanation
to this increase may be that the speaking activities, which throughout the semester made explicit
references to advanced-level functions, actually assisted students in more accurately (or honestly)
judging their own skills relative to ACTFL standards. Still, that is exactly twice as many students
that reported being able to do this task well at the end of the semester compared to the
beginning, which is indicative of the progress the students made throughout the semester.
Whereas at the beginning only 25% reported being able to perform this task well, by the end of
the semester 50% of students said they could do this.

Finally, the second questionnaire also included two open-ended questions that gave
students the opportunity to express their opinions. Students also responded positively to these
questions. The first question was as follows: “In this course, there were certain elements

integrated into the curriculum that aimed at enhancing your ability to express yourself speaking
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Spanish. What are your impressions on the opportunities you had to speak Spanish in class?
How was this course similar or different from other upper-level foreign-language courses that
you've taken?” Students noted that they appreciated the increased focus on oral production and

felt they improved their speaking abilities:

“This course was very similar to my other upper-level Spanish courses, but this
course had the activities which gave me a way to practice my Spanish and speak
in a low pressure setting.” (Survey 2, Participant 2)

“This course was very different than the other upper-level Spanish courses I've
taken because I actually spoke in Spanish. Other classes are more lecture style or
involve a little bit of discussion and homework is often writing or reading. I liked
getting more practice speaking Spanish!” (Survey 2, Participant 5)

“I think that there were more opportunities to speak in this class than in other
upper-level Spanish classes, which I appreciated. I think the out of class
opportunities were even more helpful though because I think I've had enough
experience from previous Spanish classes to be fairly confident with basic
question-answer type situations, but the activities really made me realize how
limited my abilities can be with more complicated topics or when I need to add a
lot more detail than just a few sentences.” (Survey 2, Participant 16)

The second open-ended question read: “What aspects of this course did you find most
beneficial for your ability to increase your speaking skills? Were there any particular activities
that you found beneficial or challenging? Were there any activities that better prepared you to
speak Spanish in class?” Students responded that both the in-class and at-home activities

focusing on oral production were challenging but beneficial:

“I liked all of the speaking activities because they allowed me to speak Spanish in
a low pressure setting and not just write papers that don't translate to speaking
abilities. I liked the range of critiques to creative pieces because it allowed me to
challenge myself through the creative ones and offered different types of
work/projects.” (Survey 2, Participant 2)

“I think the in-class efforts to participate in the discussion of the readings were
helpful for my speaking (and comprehension of the assignments). I also think the
at-home speaking assignments were extremely useful in just practicing speaking
in Spanish for more than 30 seconds at a time. I think I maybe prepared more
than I should have for some of the speaking activities and, although I may not
have gotten as good of a letter grade, I would feel more comfortable “flying by the
seat of my pants” in class and in real world situations. I think the speaking
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activities were challenging and beneficial, more so than the writing activities and
improved my skill and comfort-level for speaking.” (Survey 2, Participant 6)

“I would say that the variety of activities were most beneficial for increasing my
speaking skills; sometimes we had to give our own perspective, while other times
we had to take the perspectives of others. I found the class debate to be the most
beneficial because we had to speak spontaneously and had very little preparation
time. That is, the debate activity forced students to use the language in a way
similar to how they would outside the classroom.” (Survey 2, Participant 14)

In addition to the above questionnaires, we also asked students to volunteer at the end of
the semester for video testimonials regarding their experiences in the class. One student
commented in an interview conducted to collect the testimonial, “This class is by far, I think,
probably the best class in trying to get people comfortable with speaking in Spanish, from what
I've had... For me I think it's done a good job of trying to make us better speakers by giving us
these activities and also trying to lead small group and large group discussion” (Student
testimonial 1, personal communication, April 24, 2018). Another student reported, “I feel like
throughout the semester I've gotten more comfortable with talking, raising my hand. [...] I'm
more comfortable with answering the questions than I was in the beginning of the semester”
(Student testimonial 2, personal communication, April 27, 2018).

As instructors we too found the course to be successful. While it was initially challenging
to relinquish some of the class time away from conveying information about the cultural context
and content of the material being covered (usually conveyed in the standard lecture format),
having the students consistently engaged and involved in the classroom was very rewarding. One
surprising aspect of the use of the videos and recordings students submitted (the “actividades”)
was that these activities required significantly less time to assess than more traditional reading-
and writing-focused assignments. We found that we could use the rubric to assess as we listened
to each student’s submission and as a result we were able to grade all 25 submissions in under 2

hours.

Conclusion and Implications
In this chapter, we have outlined examples of curricular interventions that aimed at increasing
students’ lagging oral proficiency relative to their reading and writing skills in an upper-level

Spanish content course. Here it is important to reiterate that written assignments were not
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completely abandoned in favor of oral activities for this class; students were required to write a
handful of shorter essays for certain activities. However, in line with the goals of this project, we
did replace many traditional, written composition assignments with presentational, oral
assignments. We hope to have demonstrated some useful examples of classroom instruction that
includes both language and content in the construction of significant output. Admittedly, while
an increased focus on overt language instruction limited instruction time otherwise spent
covering more content, we nonetheless believe that this class covered sufficient material while
also engaging and increasing student oral presentational performance. Similar activities could be
tailored to the content of other classes in order to develop students’ spoken language skills in the
interpersonal and interpretive modes. We believe that future students would benefit from any
variation of the activities here described. While in this course oral activities took place mainly
outside of class and in the presentational mode, other activities could be employed to engage
with the interpersonal and interpretive modes as well. These include, in general, games such as
‘speed-dating’ and ‘role-playing’ (U.N. debate, courtroom trial, etc.), devoting more time to
student-led, task-based small group work, and allowing students the option of completing larger
assignments orally instead of in the form of a written composition. Our model and suggestions
will be especially relevant to any instructors and faculty who wish to specifically address the
“language-content divide” from which most students seem to suffer in upper-level content
courses. Once beyond their language courses, students struggle to engage with upper-level
content without continued L2 linguistic and communicative support. A course that incorporates
more opportunities for speaking, in which students also receive the continued support necessary
to digest and manipulate cultural and historical content in a manner suitable to the standards of
modern colleges and universities, helps improve the students’ personal confidence when using
their L2 in a variety of contexts, as well as helps the program achieve its goals of improving its
students’ spoken 12 abilities. Our described format, and these particular curricular interventions,
proved successful in developing students’ advanced-level oral discourse, and we would prescribe

it as a means of addressing student oral performance in general.
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Appendix A

Student Guide to How to Analyze a Literary Text. Cémo Analizar una Obra

Literaria

1. ¢Cudl es la trama? ;Qué pasa en la obra? Haz una cronologia. ;Cual es el punto
clave/climax?

2. $Como es la narracion (primera o tercera persona)? ; Quién es el narrador? ;Es
omnisciente o limitado; fiable o no fiable? ;Se narra desde una perspectiva fija (un lugar y
un tiempo) o salta de un lugar/un tiempo a otro?

3. ¢Quién es el protagonista? ;Hay un antagonista? ; Quiénes son los personajes secundarios
y qué funcion tienen (ayudan a desarrollar un aspecto de la personalidad del protagonista
o proveen informacion sobre su pasado, etc.)? Por qué se incluyen?

4. ¢En qué lengua se compuso? ;Cémo es el lenguaje en la obra (hay didlogo, hay largas
descripciones con muchos adjetivos o poca descripcion y mas narracion de accién con
verbos, etc.)?

5. ;Donde toma lugar? ;Qué escenarios/lugares se incluyen?

6. ;Qué es el tono? (Optimista/pesimista, positivo/negativo, se condena o se aprueba, etc.)?
;Como se comunica (con descripcion, explicacion del narrador, trama u otros elementos?
;qué vocabulario se usa para comunicar el tono

7. ;Qué tipo de obra es? ;Pertenece a un género especifico (drama, cuento, poema, etc.)
:Qué elementos del género se encuentran en la obra?

8. ;Hay simbolos, metaforas o alusiones? ;Cuales son? ;qué es su posible significado?

9. ¢Qué es el contexto cultural? ;A qué tradicién pertenece? ;Hay elementos de esta

cultura/tradicion en la obra?
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Appendix B

Rubric for Activity The Judgement of Celestina/ Ribrica Actividad El juicio de Celestina

Riibrica Para la Actividad 3. SPAN 3510

Excelente Bien/notable Suficiente Insuficiente

Contenido Demuestra un completo Demuestra un buen Demuestra un No parece
conocimiento del personaje | conocimiento del ligero conocimiento | entender ni el
y la obra. Aplica un método | personaje. Aplica por | del personaje y la personaje ni la
analitico por interpretar el | lo menos 1-2 obra. Intenta obra. No intenta
caracter del personaje ejemplos y/o detalles | aplicar pruebas usar ejemplos ni
usando por lo menos 3 de la obra que textuales. El detalles.
ejemplos y/o detalles de la | apoyan los analisis no
obra que apoyan los argumentos. Pueden | identifica aspectos
argumentos. faltar detalles, claves.

ejemplos y/o no
profundizar en el
analisis.

Vocabulario | El vocabulario utilizado es | El vocabulario El vocabulario El vocabulario
amplio y apropiado para el | utilizado es utilizado es utilizado es muy
analisis. Usa por lo menos | apropiado sin acudir | limitado y a veces limitado y no
4-5 de las palabras notadas | a la repeticion de repetitivo, pero apropiado al
en clase/en la guia palabras. adecuado para el analisis.

nivel.

Gramatica Aplica de manera correcta y | Aplica las estructuras | Aplica las No consigue
variada las estructuras gramaticales de estructuras aplicar las
gramaticales, sobre todo el | manera correcta la gramaticales de estructuras
pretérito y el subjuntivo. mayor parte del manera adecuada. gramaticales
Buen manejo de los tiempo. No hay Hay errores pero se | correctamente.
tiempos verbales, y la graves eIrtores y se entiende. No se entiende en
concordancia. Se entiende | entiende. muchos casos.
bien.

Organizacion | Se ha estructurado las ideas | Incluye todos los Cubre parte de la Carece de
para ofrecer al espectador elementos basicos informacion estructura y de
una presentacion de la vida | (resumen de tu vida, | necesaria. Faltan los elementos
y argumento faciles de ejemplos, conclusion | secciones basicos. Los
entender. Incluye un breve | y argumento en necesarias. En elementos
resumen de la vida, con cuanto a tu destino). | algunos casos no se | incluidos no se
ejemplos apropiados, desarrollan todas desarrollan.
justificaciones de las las partes.
acciones, y una conclusion
que se disefia para
convencer el tribunal.

Todas las secciones se
desarrollan con detalles y
ejemplos.
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Appendix C

Class Activity. Major Characters of La Celestina. “Personajes Principales de Celestina”

Personajes Caracteristicas Estado Social (Posibles) Relevantes pasajes

(Characters) | (Characteristics) | (Social Status) motivaciones (numero de pagina)
(Possible (Relevant Passages,
Motivations) page number)

Sempronio

Melibea

Calisto

Celestina
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Appendix D

Rubric for Activity 6, DIY: How to Survive the Zombie Apocalypse/ Cémo

Sobrevivir el Apolcalipsis Zombie

Rubrica Para la Actividad 6. SPAN 3510

Excelente Bien/notable Suficiente | Insuficiente

Contenido Demuestra el desarrollo de Demuestra desarrollo de un | Demuestra No se desarrolla
un plan para defenderse de | plan. Desarrolla por lo poco un plan. No
un ataque de los no muertos, | menos 1-2 ejemplos y/o desarrollo de | intenta incluir
usando por lo menos 3 detalles que ayudan a crear | un plan. ejemplos ni
ejemplos y/o detalles que | una imagen de un ataque de | Intenta crear | detalles.
ayudan a crear una imagen | los no muertos. Pueden faltar | ejemplos,
de un ataque de los no detalles, pasos, y/o no pasos,
muertos. profundizar en el el detalles.

desarrollo.

Vocabulario | El vocabulario utilizado es El vocabulario utilizado es El vocabulario | El vocabulario
amplio y apropiado parael | apropiado sin acudir a la utilizado es utilizado es muy
analisis. Usa por lo menos | repeticion de palabras. limitado y a limitado y no
4-5 de las palabras veces apropiado al
asociadas con nuestra lectura repetitivo, analisis.
de Apocalipsis Z y la pelicula pero
Rec. adecuado para

el nivel.

Gramatica Aplica de manera correctay | Aplica las estructuras Aplica las No consigue
variada las estructuras gramaticales de manera estructuras aplicar las
gramaticales apropiadas para | correcta la mayor parte del gramaticales | estructuras
el contexto inventado (con | tiempo. No hay graves de manera gramaticales
enfoque en los mandatos). errores y se entiende. adecuada. correctamente.
Buen manejo de los tiempos Hay errores No se entiende
verbales, y la concordancia. pero se en muchos
Se entiende bien. entiende. €asos.

Organizacidn Se ha estructurado con Incluye todos los elementos | Cubre parte Carece de
detalles, ejemplos para basicos (explicacion del de la estructura y de
ofrecer al publico un plan problema, unos pasos, una informacion | los elementos
claro y facil de entender. solucion/ conclusion). necesaria. basicos de como
Incluye todas las secciones se Faltan hacerlo. Los
desarrollan con detalles y detalles, elementos
ejemplos. Una ejemplos o incluidos no se
explicacion/definicion del informacion | desarrollan.
problema, una explicacién, necesaria. En
paso por paso, de como algunos casos
remediarlo y una no se
conclusion/resumen. desarrollan los

elementos.
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Appendix E
Diagram Outlining Steps Taken During Final Class Day (Day 3) of Celestina Lesson

Students come to third class session prepared (assigned reading, homework question)

Discussion of text and student responses to homework question

Analysis of Celestina’s self defense (Rojas, 2003, p. 164)

Class forms 2 groups

Mock debate (instructors moderate)

Review expectations for Activity 3 (to be completed at home)
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Complexity, Accuracy and Fluency Development
in an Advanced Arabic Classroom

Emily Sumner and Katrien Vanpee, University of Minnesota

Introduction

This chapter addresses a curricular intervention centered on the improvement of complexity,
accuracy and fluency (CAF) in a sixth-semester intensive Modern Standard Arabic course at a
large research university in the American Midwest. Particular emphasis lay on the development
of greater accuracy in students’ oral production of selected grammatical forms. The intervention
was conceptualized as a pilot project in which newly designed activities focused on accuracy
development were integrated into the existing curriculum for the course. Responsibility for the
CAF interventions lay largely with the teaching assistant (TA) assigned to the course, who
experimented with activity design and implementation with guidance and feedback from the
instructor. This chapter discusses the details of this activity design and implementation. Result
measurement was done qualitatively and consisted largely of instructor and TA observations
during and following activity implementation. The results of the project underscore the
importance of continuous work on CAF at all levels of the course sequence. They also point to

the tenacity of patterned errors that appear rooted in L1 language transfer.

In the sections that follow, we provide a detailed summary of the curricular intervention
and its implications. To begin, the project is situated within its context: we describe the Arabic
program and the specific Arabic course in which the project occurred. From there, we explain
the rationale behind the choice for CAF as the focus of the intervention. Then, we describe the
approach taken in developing, implementing and assessing activities. Next we describe the pre-
and post- assessments chosen to elucidate the efficacy of our intervention. The specific activities
implemented are described and reflected upon in the next sections. To conclude, we discuss the

insights garnered from the project and suggest future directions for research and teaching.



Context for the Curricular Intervention
Program Goals
The course in which the curricular intervention took place, “Advanced Arabic II,” involves four
contact hours per week for a total of fifteen weeks. The course is part of an Arabic program that
has committed to the attainment of the following five broad programmatic goals:
1. to graduate skillful, confident users of Arabic capable of appropriately navigating the
spectrum of Arabic language registers;

2. to graduate students whose level of transcultural competence enables them to
function successfully across different cultural environments, who are able to avoid
essentialization, and who approach their own and other cultural contexts with an
understanding of and appreciation for their interconnectedness, and with awareness
of and respect for cultural differences;

to foster students’ critical thinking skills, thereby nurturing their intellectual growth;

4. to improve students’ independent learning skills, equipping them for success as
lifelong learners, specifically but not exclusively in their pursuit of language and
cultural studies beyond the confines of the program;

5. to foster student resilience and to equip students with the tools they need to
persevere in times of difficulty and to work successfully through challenge.

In the sense that a primary focus in our classrooms lies with having students use Arabic
from the first days of first-semester Arabic, a communicative approach informs the program
mission. The term “skillful,” however, here signifies not just learners who have acquired a set of
skills in the various modalities (speaking, writing, reading, and listening). Rather, it refers to the
program’s expectations for the quality of the students’ language production. The goal is not
merely to graduate students who confidently produce a large amount of discourse in Arabic, but
students who can produce a large amount of discourse that is sufficiently accurate and complex
to allow them to engage effectively with native speakers without significantly distracting or
impeding communication with those native speakers. This bears mention as the strong
development of fluency at the expense of accuracy and complexity is a potential pitfall of the
communicative language teaching approach, leading to what Higgs and Clifford (1982) have
termed “communication in spite of language, rather than communication through language” (p.
61, as quoted in Richards 2002, p. 39). By contrast, in this Arabic program, the commitment to

having students produce oral and written Arabic early on is accompanied by a sustained focus on
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form. Also at the lower levels, student work is not evaluated for mere intelligibility but for
accuracy.

The linguistic skill level students are expected to attain is expressed through reference to
the ACTFL Proficiency Guidelines (ACTFL, 2012). Specifically, at the end of the second semester
students are expected to have reached Intermediate Low proficiency across modalities. At the
end of the fourth semester the target proficiency level is Intermediate High across modalities, and
at the end of the sixth semester students are expected to have attained an Advanced Low to
Advanced Mid proficiency level across modalities.

The program’s mission to provide an education in both language and culture follows that
of its departmental home, which is dedicated to the study of languages, literatures and cultures
approached as integrated literacies. In alignment with the departmental approach, for the Arabic
program, language and cultural learning are deeply intertwined areas of study that are explored
both in courses labeled as “language” courses, and in those listed in the university’s course
catalog as “literature” courses. In the two Advanced-level Arabic courses, this intertwinedness is
prominent. The Advanced courses constitute a bridge between the preceding four semesters of
Arabic instruction and the seventh-semester course on classical and modern Arabic literature,
which is also taught in Arabic. As such, the Advanced courses revolve not only around the
acquisition of Advanced-level Arabic communication skills, but around students’ thoughtful,
critical engagement with complex authentic texts of various genres, including short stories and
poetry. In addition, the Advanced-level courses offer students practice in the development of
critical thinking skills through engagement with important questions and issues pertinent to

contemporary Arab societies.

Course Curriculum and Objectives

For the first four semesters of the Arabic course sequence, parts one and two of the al-Kitaab
textbook series are used (Brustad, al-Batal, & al-Tonsi, 2013). Al-Kitaab is a mainstream textbook
series widely used across academic Arabic programs in the US that targets Intermediate Low
proficiency across modalities by the end of the second semester of instruction, and Intermediate
High across modalities by the end of the fourth semester (p. xv, xxiii). The series balances out

equal attention to speaking, writing, reading and listening practice with culturally oriented
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content. The textbooks in this series offer vocabulary lists, grammar explanations and exercises
for students to work on at home, as well as a variety of activities for active in-class practice. In
the first volume of the series, the vocabulary that opens each unit is used in video-recorded
monologues and dialogues that form the oral texts for each unit. In the second volume, each
unit’s vocabulary lists contain lexical items that appear in the authentic Arabic texts of that unit.
In the fifth and sixth semesters of the Arabic course sequence, students do not continue with the
less widely used third volume in the al-Kitaab textbook series, but instead, as is more common in
the third year of Arabic instruction at college-level US institutions, they work with a curriculum
designed by the instructor. That curriculum aligns with the organization of the al-Kitaab
textbook series insofar as all four language modalities in addition to culture receive equal
attention, and the vocabulary and grammar offered in each unit are drawn from that unit’s
authentic oral and print texts. The Advanced-level curriculum consists of four to five major
content-based units per semester, each of which lasts about three weeks. The content offered in
the Advanced courses

1. familiarizes students with important cultural, social, and political aspects of Arab

societies in the past and the present (e.g., the cultures & societies of the Arabian
Peninsula, nationalism in the Arabic-speaking world, and pre-Islamic poetry);

2. has students thoughtfully engage with pertinent issues in contemporary Arab societies
and in their own American society (e.g., illiteracy, refugee education, electoral
systems, health care and health insurance, the judiciary, and human rights issues);

3. prepares students for the study of complex literary and cultural texts of different
genres and time periods (e.g., a unit on poetry and a unit on arts in the Arab world,
which ventures into the study of the short story as literary form);

4. stimulates reflection on the phenomena, trends, issues and cultural contexts outlined
above (e.g., by viewing and discussing a documentary in Arabic on the role of art in
armed conflict).

Integrated into these content-based units is functionally-based instruction that targets the
achievement of the program’s proficiency goals. Details of the expectations for these proficiency
levels are shared with students in the course syllabus and in discussions throughout the

semester.

Finally, the Advanced curriculum includes a reflective practice component that takes the

form not just of discussions around the course materials and around learning strategies. It also
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includes reflective journal projects in which students evaluate the process of their learning,
identify short-term, manageable study goals, and reflect on the implementation of these goals.
Students work on these journals on a weekly basis.

With these programmatic goals in mind, we turn to the issue of complexity, accuracy and

fluency (CAF), the focus of our intervention.

Complexity, Accuracy, Fluency (CAF)
As should be clear from the discussion of programmatic goals above, the decision to develop a
curricular intervention focused on CAF in the sixth-semester Arabic class originated not only
from the observation of patterned errors in students’ language production. On a broader level, it
is rooted in the program’s overarching goal to avoid graduating students who are more confident
than skilled users, and who have traded linguistic accuracy and complexity for a focus on
fluency. In other words, what the program seeks to avoid is to graduate learners for whom
affective barriers to communicating in Arabic have been lowered sufficiently for them to
comfortably produce much language, but whose language is marked by errors and a dependence
on basic sentence structure to the extent that they are unable to

e engage with native speakers without significantly distracting them or impeding

communication with them;
e function professionally in the language, or, for that matter,

e progress in their mastery of Arabic, not just in terms of the attainment of proficiency
beyond the Advanced Low level, but in their ability to master more complex
grammatical and structural features of the language because simpler grammatical and
structural forms have never been fully acquired.

As we know, when focusing on CAF “there are likely to be trade-offs, as for example, when a
learner focuses on structural complexity, accuracy is adversely affected.” (Ellis, 2009, p. 475). In
a program like ours, it is imperative that at all stages of the course sequence, mindful attention
be paid to the avoidance of such a trade-off, and that instruction include work on the balancing

of fluency, accuracy and complexity development.

The purpose of the curricular intervention was then, first, to increase student awareness
of the features of their learner language, and specifically, of their insufficient mastery of a

selection of previously taught grammatical and structural forms. Secondly, the purpose was to
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work with the students toward a more complete mastery of these forms, with the ultimate goal of
elevating their Arabic proficiency in such manner that the Advanced Mid level becomes within
reach, and that future proficiency attainment beyond the Advanced Mid level becomes possible.
In order to effectively address CAF, we developed a multistep approach that identified errors in
student language production and then worked to rectify them. In the section that follows, we

describe the approach and the literature that grounded it.

Approach to Intervention

The project aimed to improve the complexity, accuracy and fluency (CAF) in students’ speech,
with particular emphasis on accuracy and complexity. For Ellis (2009), who adapted definitions
of these concepts from Skehan and Foster (1999), complexity is “the capacity to use more
advanced language” (p. 475). Ellis (2009) calls accuracy “the ability to avoid error in
performance” (p. 475). Generally, at the Advanced level, grammatical errors should not prevent
communication with native speakers who are unaccustomed to engaging with nonnative learners
of Arabic. While at the Advanced Low level, “speech is typically marked by a certain grammatical
roughness,” Advanced Mid learners should, according to ACTFL, be able to “contribute to
conversations... with much accuracy, clarity and precision.” (ACTFL, 2012, p. 6). It is precisely
this transition that instruction in our sixth semester Arabic course seeks to support, in addition
to enabling students’ continued progress towards the Advanced High and ultimately the Superior
level, if they continue their studies of Arabic. By the Advanced High sublevel, speakers should be
able to use high-frequency structures without error most of the time. In order to be rated
Superior, the speaker should not make any patterned errors in high-frequency structures. In
other words, at the Advanced level, learners’ production of patterned errors is expected to
decrease significantly as they move from the Low to the Mid, and eventually to the High

sublevel.
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Figure 1. Diagram Illustrating the Four Stages of the Approach

Determination of
Error Patterns

Informal Gathering
of Assessment Data

Activity Design and
Implementation

*Homework
¢ Class Observation

* Pre-Assessment
Activity

*Light coding

e Instructor/TA
deliberation

*Selection of form
foci

* Preliminary
activity design by
TA

* TA journaling

« Instructor
feedback

« Informal follow-
up conversations

* Written feedback
from instructor

« Activity design
finalized by TA

J

Note. The smaller rectangles describe each stage generally and larger rectangles provide additional detail.

The approach consisted of several stages: informal gathering of assessment data,
determining patterns of error based on the data, design and implementation of activities, and
reflecting on activity implementation. To gather information about patterned errors shared by
students, we observed students during class and kept a record of homework errors. In addition,
the pre-assessment activity at the beginning of the semester provided a sample of student oral
production from which patterned errors were drawn. After selecting a set of shared patterned
errors from these data, we designed activities to address them.

The specific patterned errors selected for the intervention included forms such as the
conditional, the imperative mode of the verb, and the negated form of constructions expressing
possession and relationality (the Arabic equivalent of the English verb “to have”) in all tenses. All
of these are high-frequency forms. One of the essential criteria for the achievement of an
Advanced Low proficiency rating according to the ACTFL proficiency guidelines is the ability to
narrate and describe in the past, present and future accurately and with ease. We targeted this
criterion through focused attention to the negated forms of “have” in all tenses. A second
expectation for the achievement of Advanced-level proficiency involves learners’ ability to
successfully handle a situation with a complication. We focused on adequate use of the
imperative verb mode to meet this expectation. Finally, a third expectation for Advanced-level
speech involves the ability to produce connected, paragraph-length discourse. As Advanced
learners gradually climb toward Superior-level speech, such connected discourse eventually

develops into extended discourse that includes the ability to accurately hypothesize. We sought
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to address the expectation for adequate connected discourse through targeted work on the
conditional.

The activities targeting CAF were not isolated from the other aspects of the course but
instead were amalgamated with the linguistic and cultural content of the class. Content covered
included religious sects and denominations in the Arab world; cultures and societies of the
Arabian Peninsula; health care and basic medical Arabic; and human rights in the Arab world.
We employed a variety of instructional methods and techniques for the different interventions,
including role play, instructional conversation, pair-shares, group discussion, written feedback,

and the use of manipulatives such as sentence strips.

Rehearsal and Strategic Planning

For two of the tasks, design included two broad types of planning: rehearsal and strategic
planning. Our choice to utilize these two kinds of planning is drawn from Ellis (2009), who
discusses the interaction between planning and CAF, and synthesizes the results of various
studies that look at task type and CAF. According to Ellis (2009), rehearsal, or task repetition,
benefited fluency and complexity (p. 476). As for accuracy, improvement was not evident except
in one study when the focus was on a specific linguistic form rather than accuracy in general (p.
477). Strategic planning, according to Ellis, has “mixed results” for both accuracy and complexity
(p. 501). Despite the lack of consistency in the results, the majority of studies did indicate that
strategic planning increased accuracy and fluency [emphasis ours].

For the other two activities, we adopted a constructivist approach that also included
guided planning. In alignment with the broader approach towards instruction in the course, we
specifically wanted students to critically evaluate their errors and actively rediscover the correct
way to use the forms. The process through which students broke down the grammatical forms
included guided planning so as to provide students with the tools and information they needed
while asking them to construct the correct answers themselves.

As mentioned, form foci of our activities included correct use of the imperative, the
conditional and accurate use of negated constructions that express possession or relationality
(“don’t have/doesn’t have”). The final activity focused on accurately forming questions that elicit

Advanced or Superior-level discourse. The resources we used for the activities were varied and
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included worksheets, Flipgrid, shared Google Docs and PowerPoint. Recorded monologues were
assigned twice, once at the beginning and once at the end of the semester, and served as general

assessments.

Pre-Post Assessment

A pre-post assessment design was used to measure student progress in their Advanced-level
speaking proficiency. The tasks used for the pre-post assessment aimed at eliciting speech from
the students, first at the start of the semester and again at its end; each was graded as a

homework assignment.

We chose repeated monologues as the task for the pre-post assessment for three reasons.
First, they would allow us to make observations about the degree to which student learner
language met the expectations for Advanced Low to Advanced Mid speech. Specifically, we
sought to observe students’ ability to produce paragraph-length, connected discourse “with
sufficient accuracy, clarity and precision to convey their intended message without
misrepresentation and confusion” (ACTFL, 2012, p. 6); to accurately narrate and describe in
past, present and future; and to address topics of both personal and communal interest.
Additionally, together with notes about student language production in class, and notes about
errors in student homework, they could provide enough material to allow for the selection of a
number of patterned errors shared by multiple students in the class. Finally, suitable tasks would
be ones that were fully integrated into the curriculum for the course, and that allowed students
to practice the course material by incorporating that material into their speech samples. Because
we wanted to elicit several minutes of uninterrupted speech from each student, we preferred a
presentational, rather than an interpersonal task.

We used Flipgrid (flipgrid.com) for students to record their monologues. Flipgrid is an
online platform designed for educators and their students to engage in video-recorded
discussions outside of class. The platform allows instructors to upload questions or prompts and
assign students to record responses with a length of up to three minutes per video. Instructors
and students can view all the various video responses submitted for each question or prompt and

can “like” them. While the platform aims to foster out-of-class discussion between instructor and
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students and among students, in terms of language production it targets students’ presentational
skills, as students are expected to speak in monologue to the camera.

The pre-assessment activity was assigned at the end of week three of the course and re-
assigned as post-assessment in week fifteen. Twelve weeks of instruction and class work
separated the pre- and the post-assessment. We assigned the pre-assessment after three weeks of
class rather than during the first days of class, so students would have an opportunity to shed
potential rustiness acquired during the winter break and would have gone through a review of
the material from the fifth semester. Additionally, we wanted to ensure they had studied at least
some sixth-semester material, which was incorporated into the activity.

The assessment consisted of two sets of questions. More than one question formed part of
each prompt because we wanted students to speak for up to three minutes per video. As this
equals roughly one-and-a-half page of written discourse, we were aiming to elicit connected
discourse of multiple paragraphs, rather than sentence-length responses. We asked the students
to record their response to the first prompt without preparation (notes, rehearsal, etc.). The first
set of speech samples therefore provided us with spontaneous discourse. In contrast, we directed
the students to write a script, or at least some notes, for the second set of questions. By asking
the students to record these two videos, one with planning and rehearsal and one without, we
accomplished two goals. First and foremost, we could identify shared patterned errors made by
students and include those in the selection for our subsequent form-focused activities. Secondly,
by comparing the two samples, we gained preliminary insight into whether or not rehearsal and
guided planning affected complexity, accuracy and fluency.

The prompts for each set of questions were as follows:

o Loy (& e Laia) sl Sl il Sl ST 4 (0) R L JS ()b elital (Cplei) Jadi 10 ]

felitia e Jalaall 4,Sall shall ledus Al il gaall ol cilgaasl)

[What do you do for your health? Discuss everything you can think of: diet, exercise, rest, social
life, etc. Also discuss the challenges or difficulties student life causes for the preservation of your
health.]

Y 5 Apandl cLd) o Lo el ) A Sl (adall 138 Jedy 13l §dditn 3 Jamy aal ol (C)ami da 2

ETTER O JUNVE R [ WA
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[Do you know anyone who works in a hospital? What does this person do there? In your
opinion, what are the positive, but also the difficult things that happen in hospitals?]

These prompts started with an easier question that, in the case of prompt one, invited the
students to provide as much detail as possible. Each initial question was followed by a more
complex one that invited students to discuss various aspects of the topic (positives and
negatives), and, in the case of prompt two, present their opinion on a topic that is no longer of
strictly personal interest but has communal relevance. Both prompts targeted description as an
Advanced-level language function, and, as said, aimed to elicit paragraph-length discourse. In
addition, if the students’ speech was at the Advanced level, they should be able to respond “with

accuracy, clarity and precision” (ACTFL 2012, p. 6).

The pre- and the post-assessment instructions to the students are enclosed in the
Appendix. In the post-assessment instructions, we asked students not to consult the videos they
had recorded or the notes they had prepared for the planned tasks in the pre-assessment, so that
their speech in the first video would remain spontaneous—unrehearsed and unplanned. In
addition, we wanted the planned and rehearsed language in the second video to not be a reading
of corrected notes from the start of the semester, but speech supported by a new set of notes,
produced with students’ abilities at the end of the semester. Students were given three days to
complete the recording of the videos for the pre-assessment, and two days to complete the
recording of the videos for the post-assessment.

We reviewed the submitted videos and took notes on the patterned errors observed in
the pre-assessment. Shared patterned errors included mistakes in the negation of forms of “to
have” which affected students’ ability to accurately narrate and describe in all time frames, as
well as mistakes in the construction of sentences that include conditional clauses. As mentioned
in the foregoing, we included these forms and structures in our selection for the CAF-focused

intervention.

Activities
As noted earlier, we implemented four activities targeting complexity, accuracy and fluency. In
this section, we provide information on each activity. We first describe the activity providing a

sample of the activity materials, and then reflect on its implementation. This reflection includes
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recommendations for future use. The first activity was a role play focusing on the imperative
form; the second was a Kahoot! Game that targeted accurate negation of the prepositional phrase
that expresses possession or relationality (the equivalent of the English “to have”); the third was a
sentence strip activity that reviewed the conditional; and the final activity, a discussion with the
teacher’s assistant, focused on posing questions that would elicit Advanced-level discourse. All
activities utilized rehearsal, guided planning, or both in their design. The first and last activities
contained rehearsal and guided planning, while the second and third included guided planning

only.

Health Scenario Role Play: The Imperative Form

The first CAF activity we designed and implemented was a series of role plays. While role plays
typically are an activity focused on fluency development, we redirected its focus by incorporating
guided planning and rehearsal to create opportunities for students to concentrate on accuracy.
The role plays took place during the unit on health care and medical Arabic. New lexical material
in this unit includes vocabulary needed to navigate a doctor’s appointment, an accident and
other health-related incidents, as well as words and expressions needed to understand, critically
reflect on and discuss health care systems in Arabic-speaking countries and in the US. Grammar
offered in the unit includes expanded use of the imperative mode of the verb, which in previous
stages of the Arabic course sequence is introduced on a partial basis only. In terms of accuracy, a
main objective for the role play activity was to have students accurately use imperative forms in
their performances. We selected this form for our first intervention based on patterned errors

observed in student homework assignments and in-class performance.

The activity aimed to elicit Advanced-level speech, as defined by the ACTFL 2012
proficiency guidelines, in the following ways: first, the imperative form is a high-frequency
structure that Advanced Low and Mid speakers should be able to use with sufficient accuracy to
be understood by native speakers unaccustomed to dealing with nonnative learners. Second, the
different scenarios students used as cues for their role plays included a problem with a
complication. ACTFL proficiency guidelines dictate that an Advanced speaker should be able to

successfully navigate situations with a complication, in contrast to the Intermediate speaker who
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can handle only a “straightforward survival situation” (ACTFL, 2012, p. 7). Examples of the

scenarios are the following:

“You and your workout buddy are on your weekly Friday afternoon jog when
your friend slips, falls and injures his/herself. Get your friend to the doctor or care
they need.”

“You are studying abroad and have just arrived and met your host family. The
family is eager to cook for you, but you have to explain to them that you have a
wheat allergy. How do you navigate food shopping, cooking and sharing meals?”

Finally, the vocabulary of the unit, which we asked students to use in their role plays, went

”

beyond everyday survival situations to include, for example, the Arabic terms for “pulse,” “to lose

” ” o«

consciousness,” “symptoms,” “diabetes,” etc.

We implemented the activity over two different class periods. On a Monday, the TA
introduced the activity during the final fifteen minutes of class and distributed two handouts.
The first handout contained instructions in Arabic and the role play scenarios in English. The

instructions detailed several steps:
) gall e fand g ) g U0 oY) o g caall 8]
[In class on Monday: Choose a scenario]
ASle sena g "5 ypraall 2Ll Alash 43 5 ) LSl i) a2
[Homework: Complete the worksheet “Plans for Small Skits” with your group]
) alaf ) 4 Jiah | e 58 @IS dey s aSle gama 8 152535 el a gy Ciall B3
[In class on Thursday: Practice in your groups; then perform your semi-improvised skit in front
of the class]
G Y ragtall o giall Jshall
[Expected length of skit: 3 minutes]
a0 JdY) 5 saaall cila jaall e 153K caSaalie b

[In your skit, focus on the new vocabulary and imperatives]
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After distributing the two handouts, the TA gave the students a couple of minutes to read
the different scenarios. Next, she read the scenarios out loud and had students raise their hands
in order to volunteer for a particular group. Students grouped themselves into two groups of
three and three groups of two students, totaling five different scenarios. For the remaining five
minutes of class, students completed, in their small groups, the first question on the guided
planning worksheet (the second handout, which follows below). The first question prompted
students to assign roles for the skits. At the end of the class, the TA assigned the students to
complete the rest of the second handout for homework on a Google Doc to be shared with the
instructor and TA. She emphasized that the students should avoid writing in complete sentences;
instead, she encouraged them to focus on important notes or points. The rationale for this was
that the skits were to be semi-improvised, so as to prevent written scripts and therefore
presentational Advanced-level discourse rather than spontaneous Advanced-level discourse. The

following is a list of the questions on the worksheet:
€0 staddl (pe s oSagdia (B Claad il o e
[Who are the characters and actors in your skit?]
gl Lgaladind Say Sl il jiall cpe Al 15t o
[Write a list of vocabulary you may use in your skit]
gl Lealaid Say Sl 5L Q) (e dald 5] o
[Write a list of imperative verbs you could use in your skit.]
JS ) shains W g ALalS Slan 1555 Y (W 58 (o ) g8 55 30 LS Sie) aSagie (g Sl imny 50T o
s )
[Write some notes about your skit (for example, the things you expect to say). Do not

write in complete sentences and do not memorize your entire skit!]
The last two bullet points served to provide students with an opportunity to receive feedback on
their use of the imperative, and scaffolding for the actual rehearsal. The students had three days

to complete the handout; instructor and TA entered feedback and corrections directly in the

students’ Google Docs.
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In addition to the vocabulary the students had studied at the beginning of the unit, we
provided common phrases used to express well-wishes when someone is ill. We distributed the
list of phrases to the students, read them out loud, modeled the use of the phrases, and asked
students to integrate these phrases into the skits.

On the Thursday of the same week, we gave students fifteen minutes for their rehearsal.
They used their Google Doc as a starting point and practiced their skits together. The rehearsal
time was intended to improve accuracy, especially because we asked students to focus on a
particular form rather than focusing on accuracy in general. We moved from group to group
providing feedback and answering questions. For the final part of the activity, students
performed their skits in front of the class. The performances took about twenty minutes total,
students were not allowed to have a script. During the skits, we wrote down remarks on what
the students did well and where they faced difficulty.

After the class, the instructor and TA shared notes on the students’ performances with
each other. We then selected two to three positive aspects of every student’s performance, and
one to two places where students needed improvement. The feedback, like the guided planning,
honed in on the correct use of the imperative and use of the new vocabulary. The TA wrote each
student a feedback email, of which an example follows below:

First of all, your skit was a great representation of what happens at an appointment

and integrated the new vocabulary well (vomiting, pain, symptoms, inflammation,

etc.). You used a good number of imperatives (.&) ¢33 « &) [turn, take, etc]. Nice
use of X [since], too.

A couple of things to keep in mind. Make sure to conjugate imperatives according

to gender (for example, 3! not &) [open]. Also, when pronouncing the word

“symptoms,” it is a‘raaD - not i‘raaD.
Reflection and Recommendations
As we sought to adapt a standard role play activity to include a greater focus on accuracy, the
guided planning component of the activity proved particularly useful. It created an additional
opportunity for instructor and TA to understand what parts of the new material the students
perceived as most challenging. In addition, it allowed instructor and TA to offer feedback in a
low-pressure situation. Students also perceived the guided planning positively: several journal

entries mentioned that having time to think about the imperative forms and vocabulary they
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would be using in their skits was helpful. The one group that did not participate in guided
planning as assigned made more rudimentary mistakes (such as masculine/feminine agreement)
when forming the imperative during their skits. All of this reiterates the importance of using
guided planning for activities and is consistent with Ellis’ conclusions about the usefulness of

guided planning (Ellis, 2009).
Suggested improvements to the activity for future use include the following:

1. Introducing the commonly used well-wishes at the start of the unit, along with the
other new vocabulary, as opposed to adding them to the guidelines for this particular
activity. While several groups integrated these expressions into their skits, none of the
groups used them with the frequency the various scenarios allowed for. Ideally, an
activity focused on accurate use of previously studied lexical and grammatical content
incorporates only content that students have been able to thoroughly familiarize
themselves with in advance. Introducing these expressions earlier would also allow
students to better understand their broad usability, beyond the limits of the specific
scenarios that were part of the role play activity.

2. Feedback. As noted above, students received written feedback in the form of
comments in their Google Doc prior to their performance, and as an email after the
performances. To ensure that students don’t just read the feedback emailed to them,
but try it out, the role play activity could be restructured in one of two ways. First, if
time allows, in-class rehearsal time could be separated from the in-class performance
by a day, with feedback emailed to the students not after the performance, but after
the in-class rehearsal. Ellis (2009) notes “...for task repetition to have an effect on
acquisition learners need some kind of feedback on their initial performance of the
task” (p. 477). Alternatively, a follow-up activity in which students are assigned to
incorporate the post-performance feedback could be appended to the role plays. Such
a follow-up activity could take the form, for example, of a repeat performance by each
student group, recorded on video and submitted as a homework assignment.

Kahoot! Game: Negating “To Have”

The second patterned error selected for incorporation into our CAF project was identified in a
combination of student homework assignments, in-class performance and the pre-assessment
activity. It involved the use of “to have” (i.e. I do not have a sister, a book, etc.) in all tenses,
specifically when negated. While “have” is a verb in English, in Arabic the equivalent of its
meaning is expressed by means of a prepositional phrase. This phrase consists of a preposition to
which a possessive suffix is added. Various prepositions can be used in this manner, two of

which follow below as examples:
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s gue = s ¢+ ue
[I have a book] = [with + me is a book]
caldd=calo+ J

[He has a sister] = [to + him is a sister]

Given the basic meaning it conveys, this construction and its negation are taught in the first
semester of the course sequence. However, despite its high-frequency use even by speakers at the
Novice High to Intermediate Low level, and despite continuous reinforcement about its correct
use at all levels of the course sequence, students’ incorrect negation of this construction remains
common and persistent. Arabic has multiple negation words, the use of which depends on the
verb or clause that is negated. For example, the negation word ¥ [don’t/doesn’t] can only be used
to negate present tense verbs; the word ¢! [will not] can only be used to negate the future tense,
and the word u! [is/are not] can only be used to negate nominal clauses in the present. The
examples of “to have” constructions above are nominal clauses. Likely because students associate
the Arabic prepositional phrases that express “to have” with a concept of possession that is a verb
in English, they frequently use negation words with this construction that can only be used with
verbs, not with prepositional phrases. The following is an example:

[Don’t with + me is a book.]

The correct negation is:

LS gaie Gl

[I don’t have a book.] = [With + me is not a book.]

Students in the Advanced classes construct much longer sentences, which themselves can
be part of paragraph-length discourse, and express possession of things other than, say, books.
An example can be the following: “Because he doesn’t have health insurance, he doesn’t have the
opportunity to get the care he needs when anything happens to him.” Sentences like this are a
common component of the narrative and descriptive discourse in all major time frames that

Advanced-level speakers should be able to produce. Because mistakes in negation of this type are
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frequent and widespread, we designed an activity that created an opportunity for students to
notice the difference between the correct and incorrect construction, and, next, to practice its
correct use.

The activity was incorporated into the unit on religious minorities in the Middle East. As
the text for our activity, we used ten sentences that contained various negated forms of “to have.”
The TA composed some of the sentences herself, using specific vocabulary from the unit, such as
il sk [sects], 34V [afterlife], and ziie [open-minded]; she also took sentences directly from a
Al-Jazeera documentary on the Druze that students had watched as part of the unit. Some
sentences were correct while others replicated student errors. We focused on three specific
student errors. The first two involved students’ use of the correct negation word s, yet in the
wrong form. As said, o« is used to negate nominal clauses in the present; it is also, however,
itself a verb that in certain cases requires conjugation. When it is used to negate the construction
“to have,” it can only be used in the third person singular, masculine or feminine. The third
student error we incorporated was students’ frequent use of U= to negate “to have” in the future
or past tense, i.e. to express “won’t have” or “didn’t have.” For example, one of the sentences we

used in the activity was:
L V) Gyl 3 Aabiaall dpall (ol ghall 8 dala oS Gl

[Isn’t T had a background in the different religious sects in the Middle East.]

The verb ud in this sentence is incorrect since the sentence is in the past tense, not in the

present. The correct negation word to use here would be .

For the warm-up phase of the activity, we used the game “Kahoot!” to increase students’
awareness of the fact that they may not be using “to have” correctly. Kahoot! is a web-based
multiple-choice game that allows students to use their smartphones to participate. The game
provided, one after the other, ten sentences in Arabic that contained a form of “to have” in the
affirmative or the negative, and that were either correct or incorrect. Students decided whether
each sentence was grammatically correct or incorrect. The students had twenty seconds to read
each sentence, decide if it was correct or not, and then enter their choice on their smartphones.
After each question, a scoreboard was displayed that showed the ranking of all users based on

the number of correct answers they had entered.
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Figures 2 and 3 below are images of the example sentence provided above, as used in the
Kahoot game in class. Figure 2 shows the prompt students saw prior to the start of the twenty-
second timer for the question. The left side of figure 2 appeared on the projector screen; the right
side appeared on their smartphones. Figure 3 shows the question displayed on the projector on
the left side, along with the possible answers: correct or incorrect. On the students’ smartphones,

they chose the corresponding red triangle for zsssa [correct] or blue diamond for Usa [incorrect].

Figure 2. Screenshot of a Question Loading on the Kahoot! Game

Question 5 of 10

PIN: 256339 5of10

Alaiaal) dpial) ol ghall 8 ddla 1 S Gl Question 5
g 58l A Q

Win up to 1,000 points!

Note. The left side depicts what was displayed on the projector screen; the right side depicts what students saw on
their smartphones.
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Figure 3. Screenshot of a Question in the Kahoot! Game

1 320 3 A R D S, 3 S

PIN: 256339

0

Answers

Note. The left side depicts what was displayed on the projector screen; the right side depicts what students saw on
their smartphones. The triangle corresponds with “correct”; the diamond with “incorrect.”

After completing the game, the TA distributed a handout that contained the same
sentences students had seen during the Kahoot! game. She paired the students up and directed
them to discuss why they thought a sentence was correct or not, and to correct the sentences if
needed. Instructor and TA moved around the room and provided guidance as needed. They
observed the various student pairs rearticulating the rule that applies to the use of i as it
negates “to have”: the verb o=l has to agree with the thing that is not possessed, rather than the
person or thing that doesn’t possess it.

After students finished discussing with their partners, the TA invited students to come to
the board and explain their corrections to the class. She displayed the sentences on the
whiteboard using a projector. Students wrote their corrections on the board and shared their
thought process. In cases where multiple corrections were possible, the TA stepped in and posed
a question to prompt the student at the board to provide all correct options. Finally, the TA
briefly reviewed the agreement rule pertaining to this particular use of usd.

The process of working on the sentences with a partner, followed by the classroom

discussion, was the guided planning portion of the activity. Students were here preparing for the
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next activity, which involved the creation of a four-line dialogue that used “to have” in the
negative. Upon completion of the classroom discussion about the sentences, the TA directed
students to the model dialogue on the students’ worksheet and asked them to create similar
dialogues. Instructor and TA moved from group to group to provide guidance as needed. At the

end of the class period, students’ dialogues were collected for correction.

Reflection and Recommendations

Castanieda and Rodriguez-Gonzalez (2011) comment that “within the framework of
constructivist theories of language acquisition, the most effective learning approach is learner-
centered and involves student self-observation of learning. In learner-centered foreign language
classrooms, metacognitive skills help students become critical reviewers of their own task” (p.
485). During this activity, students took ownership of their learning, working together to
evaluate their answers to the Kahoot! questions. By the time they finished discussing the
sentences with their partners, they were able to explain to one another how to correctly negate
forms of “to have.” The strength of this activity, it follows, lies in its constructivist process. While
we did pose questions or offer help as needed, the students did the majority of the talking and

explaining, successfully evaluating their own work.

Recommendations for future use of this activity include the following: the worksheet that
contains the ten sentences students worked with could be expanded to include, perhaps in fill-
in-the-blank form, a space for students to write down the agreement rule they reviewed. This
would reinforce the rule as well as provide reference material for future use. In addition, we
could replace the dialogue portion of the activity to include an opportunity for paragraph-length
spoken discourse. One possibility is to provide a list of discussion topics based on the content
being covered in the course at that point. In this case, we could provide a list of different
religious minorities in the Middle East. Students are then asked to discuss one of these topics in
a video-recorded monologue as homework. They are given time to make some notes at the end
of class, with the understanding they can use their notes for their monologue, but cannot write a
complete script. The monologue should include at least three examples of the negated forms of
“to have.” For example, if a student chooses to discuss the circumstances of the Druze in the

Middle East, they can use the remaining time in class to make a bullet-point list of the main
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points they would like to discuss, as well as particular phrases that use “don’t have/doesn’t have”

for incorporation into their monologue.

Sentence Strips: Use of If Clauses to Express Conditions

Another patterned error selected for incorporation into the CAF project was the use of the
conditional. In our course sequence, students are introduced to the conditional in the third
semester. In Modern Standard Arabic, the conditional has to be followed by a past tense verb.
However, students often use different tenses or no verb at all after the conditional particle,
following it instead with a personal pronoun. This error may be rooted in language transfer from
English, in which the conditional is generally followed by a subject (“If I...”). Additionally, the
various Arabic colloquials allow for the use of verbs in tenses other than the past after the
conditional. Those students who have taken colloquial Arabic instruction in our program or
abroad, or who regularly practice colloquial Arabic with native speakers, may therefore be

influenced as much by colloquial Arabic use as by the structure of the conditional in English.

According to the ACTFL guidelines, the ability to produce hypothetical discourse is a
feature of Superior-level speech. Any discourse produced at the Superior level is expected to be
free of patterned errors. At the Advanced Mid level, students should be able to discuss “familiar
topics...with much accuracy, clarity and precision” (ACTFL, 2012, p. 6, emphasis ours). The
continuation of patterned errors in the use of a high-frequency construction like the conditional
will not only prevent students from attaining the Superior level; it will even jeopardize their
assessment at the Advanced Mid level. For these reasons, we selected this widespread error for
an intervention. The activity simultaneously integrated vocabulary from the unit on human
rights.

As a warm-up, the TA distributed six sentences to the class. Each sentence was separated
into two parts; each student received half of a sentence. She then asked the students to move
around the room, reading their half of the sentence to their classmates in order to find the person
with the other part of the sentence. This part of the activity mainly challenged the students to

understand the new vocabulary in context. For example, one sentence was:
Aol el (mind § S da ja CuSs ) 13)

[If you commit a crime, the police will arrest you.]
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Both the phrase “commit a crime” and the verb for “arrest” were new vocabulary students had
recently practiced. Each sentence integrated new vocabulary with a conditional statement.
Students asked each other questions about meaning to ensure they had successfully found the

counterpart to their half of the sentence.

Next, the TA asked the students to read their part of the sentence out loud to the class as
she displayed the sentences on the white board with a projector. At this juncture, she invited
questions about the meaning of the sentences. Students asked about a number of new words
from the unit, checking their understanding as they saw these words used in an unfamiliar
context. The TA then assigned the students to identify the k< [protasis] and the <5 [apodosis]
in each sentence, using the Arabic terminology. This signaled the first phase of the guided
planning portion of the activity. Students were preparing to be able to explain this form in
Arabic. She displayed the following questions on the PowerPoint on the board:

(Alanll Ay a8l (8 Jadll (10 5 La

[What is the tense of the verb in the protasis (beginning of the sentence)?]
(Aaadl dlgs) Sl sadl A Jadll e 2 e

[What is the tense of the verb in the apodosis (the end of the sentence)?]
?(ﬁSﬂA.; Gs AadAliwa () 31l Ja

[Is the connector “fa-” present in the sentence?]

After inviting student volunteers to read the questions out loud, the TA asked the students to
work with the person with the other half of their sentence to answer the above questions. During
their discussion, instructor and TA circulated among the groups to provide guidance and

feedback.

The TA displayed the following Arabic table on the whiteboard:
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Table 1. Conditional Exercise

alaal) .L.)..ﬂ\‘é.éda_ﬂ\mj

[Sentence] [Tense of the verb in the

protasis]

sl (8 Jdll (e )
[Tense of the verb in the
apodosis]

?:LA:. - Hq" Lh

[Is the connector “fa-”

used?]

After giving the students a few minutes to discuss with their partner, she had each group

come up to the board and write in the answer on the table. The table, as a tool for guided

planning, was designed to provide the necessary framework for students to consolidate their

deductions regarding the grammatical rules for creating the conditional and subsequently

explain the rules in Arabic. After the table had been filled out, the TA asked if the students

noticed any patterns. Based on the information from the table, the students noted that after the

conditional, a past-tense verb immediately follows. The verb in the apodosis varies. The TA

asked them to explicitly state the rules by answering the following questions (displayed on a

PowerPoint slide):
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el sall b Jaill a3 ASeY) o Lo

[What are the possible verb tenses in the apodosis?]

Sl 8 Jadll (e ) 9o L

[What are the possible verb tenses in the protasis?]

?nque:u- ‘5_“

[When do we use the connector “fa-"?]




The students had the most trouble with the last question, but when prompted, a student was
able to explain that the connector “fa-” is used in the apodosis when the following verb is not in

the past. The TA clarified that “fa-” is not obligatory; the sentence remains correct without it.

Reflection and Recommendations

We used a constructivist approach in this activity. As during the activity on the negation of the
Arabic “to have” construction, students problem-solved together. By filling out the table and
discussing with their partners, students were able to deduce the grammatical rules for the
conditional. Based on their correct responses to the final questions, this approach was effective

and the form successfully reinforced.

Filling out the table on the white board was guided practice. For future reference,
students could be given that table on a handout. By writing down the answers on a handout,
they would reinforce the rules for themselves and have a reference for later use.

One way of transitioning from the form-focused activities described above to use of
conditional clauses in spontaneous speech could be the following out-of-class assignment. At the
end of the class period, each student receives the name of their partner for the assignment, and is
instructed to create a question for their partner that includes both 1) a correct protasis and
apodosis and 2) vocabulary items from any of the units covered in the semester. Each student
records their question for their partner on Flipgrid at home, and subsequently watches the video
with the question their partner has prepared for them. Students then record an unprepared video
response to their partner’s question that has a minimum length of 1.5 minutes, and that begins

with repetition of the protasis. For example, if a student records the question

S miins 13ad g JLEN 8 (i adlen L Ay ya ALY (e T gy cingi 13
[If you would, one day, witness a crime in which a person is attacked on the street, what would

you do?]

Their partner would start their response with the same conditional clause:

g L) 8 it alen e e s oY1 Loy gt 13

[If T were, one day, to witness a crime in which a person is attacked on the street...]
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...and would then proceed to forming an apodosis as the start of a paragraph-length response.
The advantages the Flipgrid platform offers here are, first, that it allows for asynchronous
dialoguing, and, second, that the videos as recorded samples of unplanned language use can
serve as material for review and discussion guided by the TA or the instructor, either in class or

outside of class in the form of feedback recorded in the students’ learning journals.

Interviewing at the Advanced Level: Asking Complex Questions and Eliciting
Advanced Discourse

The last CAF-centered activity of the semester consisted of an interview with the TA about her
experiences in the Middle East, especially her time spent in Yemen. The last unit of the semester
focused on human rights and contained a short text on Yemen. The interview activity targeted
students’ ability to accurately form questions with the aim of eliciting speech at the Advanced
level or beyond. ACTFL describes the Advanced Arabic speaker as “clearly participatory” in
conversation (ACTFL, 2012, p. 5). The Intermediate Low and Mid speaker, in contrast, is
reactive (ACTFL, 2012, p. 7, 8). One important aspect of participating in conversation is the
ability to ask appropriate questions, meaning that these questions should be consistent with

Advanced-level discourse and provoke Advanced-level responses.

The first part of the activity included an instructional conversation about the role of
questions in Advanced-level interpersonal discourse. Paesani, Allen, & Dupuy (2016) define
instructional conversations as “natural-sounding teacher-managed conversations with a
pedagogical purpose” (p. 114). By choosing an instructional conversation, we avoided the
Initiation-Response-Evaluation (IRE) sequence that can limit the number of turns taken by
students and the length of their responses (Paesani, Allen, & Dupuy, 2016, p. 113). Instead of
students receiving input from the instructor about Advanced-level discourse and then attempting
to apply it in the second part of the course, the instructor engaged in a conversation with the
students in which they reflected upon and discussed the characteristics of Advanced-level
questions; they also brainstormed different kinds of questions together. The instructional
conversation, in other words, was an opportunity for students to articulate together the features
of Advanced discourse and strategically plan for their interview with the TA. During the

conversation, the instructor reiterated the features of Advanced-level speech based on the ACTFL
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guidelines and explained how the phrasing of questions can affect the level of the discourse that
is given in response. She clarified that in an Advanced-level exchange, questions do not just
cover personal-interest topics, but also those of communal or national interest, including current
events. Requests for descriptions should target much detail in the description. Additionally,
requests to draw comparisons target Advanced-level speech. The instructor brainstormed with
the students various possible questions for the TA, without immediately connecting the
questions to a particular proficiency. By the end of the conversation, there were two columns on

the whiteboard. The first listed questions suited to the novice and intermediate levels, such as:

Selan) W

[What is your name?]
e jae oS

[How old are you?]
el ol (e

[Where are you from?]
€ 5 - liad - Caat 13

[What do you like/love - need - want?]

The second column listed questions suited to the Advanced level, such as:
€ Op OO O i Ja
[Can you compare between... and....?]
f.d palbas o L
[What are the characteristics of...?]
OO RE RN
[What is your opinion of...?]
¢ o) agias 13

[Why do you think that...?]
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She then demonstrated how specific questions could be transformed to elicit Advanced-level
speech. For example, “What is the food like in Yemen?” may or may not prompt an Advanced-
level response. However, the question can be adapted to the Advanced level by asking for a
comparison. Instead of “What is the food like in Yemen?” one could ask, “Could you compare
the food in Yemen to the food that is widely available in the United States?” This question targets
a more complex response. Simultaneously, on the part of the asker it requires an ability to
construct more complex sentences. The instructor used examples similar to this one in her
discussion with the students. She then gave students time to brainstorm specific questions for
the TA. By practicing creating questions ahead of time, students were effectively rehearsing for

the actual discussion.

In the second part of the activity, the TA joined the class. During the interview, most of
the questions the students asked targeted Advanced-level discourse. Student questions included:
“What are the positives and negatives of working in a hospital?” (The TA had worked as an
Arabic medical interpreter), and “Can you compare the culture of the United States to that of
Yemen?” At the end of the class, students were assigned to write an essay for homework

discussing what they learned during the activity.

Reflection and Recommendations

The interview activity constituted an awareness-raising opportunity for the students that the
manner in which questions are formulated can influence the level of the discourse that ensues.
Simultaneously, it constituted an opportunity for the TA to model Advanced-level discourse. The
appended written homework assignment allowed students to check their understanding and
memory of the TA’s responses and allowed them to emulate the language she had used in their

own writing, with time to focus on the accuracy of their sentences as they wrote.

The activity was implemented at the end of the semester rather than the beginning,
because the vocabulary expected to be relevant for the interview was taught in the various units
of the course. However, precisely because this activity constitutes an opportunity for students to
learn about the features of Advanced-level discourse, it appears reasonable to use the activity at
the start of the semester, rather than its end. Alternatively, the interview activity could be done

twice: once at the start of the semester as outlined above, and a second time at semester’s end,
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but restructured as a discussion rather than an interview focused on a single person. Such a
repeated interview activity, if recorded on video, could also serve as an additional pre-post

assessment.

Discussion

30 pre- and post- assessment tasks were completed in Flipgrid, totaling 69 minutes of
recordings. The post-assessment included 35.5 minutes of recordings, and the pre-assessment
33.5 minutes. Average length of the recordings remained similar between the pre- and the post-
assessment, with students recording for roughly 2.5 minutes on average for the planned task,
and between 2 and 2.2 minutes on average for the unplanned tasks. The difference in average

and total length between the planned and unplanned recordings was noticeable, yet minor.

Both instructor and TA reviewed the recordings. General observations drawn from the
post-assessment assigned in the last week of the semester include, first, that the new vocabulary
taught in the sixth-semester course had largely been acquired, as most students successfully
incorporated vocabulary from the course units into their speech. Second, students’ oral
proficiency had by and large reached the Advanced level in terms of students’ ability to use
connected, paragraph-length discourse. Students organized that discourse by using a variety of
connectors. This improvement may be attributable to the very large number of speaking
activities that are integrated into the Advanced-level course sequence throughout each semester.

Instructor and TA also analyzed the recordings specifically for accuracy, using a manual
count of correct vs. incorrect forms. Errors counted included any error against grammatical form
in addition to errors that could impact comprehension (e.g. incorrect word choice), while minor
pronunciation mistakes that did not affect the grammatical form of the word or phrase, or were
unlikely to cause comprehension difficulties, were disregarded.

In terms of accuracy improvement, the post-assessment suggested mixed results. Some
students used the conditional accurately, while others continued to make mistakes in its use.
Similarly, improvement in the use of the negative form of “to have” was observed in the speech
of some, but not all students. However, the students were not instructed to use these specific
forms and therefore not all the videos provided examples of their incorrect or correct use,

thereby limiting our ability to draw conclusions about these specific forms.
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A comparison of the planned and the unplanned recordings in the post-assessment
showed that students on average produced more units in their planned speech. The average
number of correct and incorrect units produced in the planned recordings totaled 87.37, while it
amounted to 64.25 for the unplanned recordings. However, for the group as a whole, the ratio of
correct vs. incorrect units remained the same between planned and unplanned speech. In the
planned videos, the number of incorrect forms averaged 20.5 to an average of 66.87 correct
forms. Similarly, in the planned videos, the number of incorrect forms averaged 15 to an average
of 49.25 correct forms. While the planned recordings of some students included not only more
units, but a better ratio of correct vs. incorrect forms, the opposite was true for a similar number
of students. For both planned and unplanned videos, the average of incorrect forms hovered
around thirty percent. For these assessments, then, planning did not affect the ratio of correct to
incorrect forms.

It is worth noting that while the post-assessment did not focus on the use of particular
forms, the activities did. We qualitatively observed, for example, the helpfulness of guided
planning during the role play, as it provided an opportunity for additional feedback and allowed
students to properly construct the imperative forms ahead of time. In future iterations of the
project, we would be interested in a pre-post assessment that includes a focus on specific forms
in order to further clarify the effect of guided planning and rehearsal on accuracy. In such a
scenario, the pre-assessment would not target the elicitation of generic discourse to serve as the
basis for form selection. The selection of forms for the intervention would need to be based on
different materials, with the pre- and post-assessment merely providing an example of the
selected forms in use.

In addition, a post-assessment consisting of a single task, which itself consists of the
elicitation of a small number of speech samples, is insufficient to accurately determine the degree
of progress learners have made with the items that were worked on as part of the CAF project.
Instead of a post-assessment consisting of a single task, the assessment could be broadened to
include a number of different recorded in-class performances and at-home assignments. Careful
consideration would need to be given to ways in which these various post-assessments could be

integrated into a course with an existing curriculum.
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In addition to redesigning and repurposing our pre-post assessment, we could adapt our
activities to more effectively target accuracy and complexity. As noted in our reflections
following the description of each activity, in future activities we would include a transformative
component to elicit additional discourse. By asking students to speak in paragraph-level
discourse while focusing on the forms covered in the activity, we may be able to understand the
relationship between rehearsal, strategic planning and accuracy more clearly.

As we consider future iterations of the project, it is also important to reflect on some of
the possible challenges for overcoming patterned errors. It may not be a coincidence that the
structure of the students’ incorrectly formed conditional clauses and “don’t have/doesn’t have”
phrases corresponds with the structure of these forms in English. If targeted attention to those
errors in a classroom conducted exclusively in Arabic is insufficient to prevent transfer of English
sentence structure into Arabic, then a pertinent question becomes how to address structural
anglicisms more effectively.

As Ryding notes: “Language learning is cumulative but not linear. It is also incremental: it
does not occur all at once but instead through repeated exposure, practice, instruction, and
experimental use” (Ryding, 2013, p. 67). Given the importance of repeated engagement with
previously taught material, it is possible that the key to improved results is not so much, or not
only, a change in the design of the activities, but their implementation with greater frequency. A
curricular intervention targeting CAF that is not implemented on a weekly basis may be
insufficient to achieve the desired result with all learners, all the more so because these learners
may, by the time they enter the sixth-semester class, have developed a habit of using the targeted
forms incorrectly. This underscores the importance of sustained CAF-focused work at all levels
of the course sequence: the longer students use a form erroneously, the more challenging it may
become to correct their use.

Han and Selinker (1999), for example, suggest that not only L1 language transfer, but
also such transfer combined with transfer-of-training (that is: habits formed from the instruction
learners received in the L.2) can lead to a gradual stalling of progress in learners’ ability to
produce items corresponding to the target language norm. We have no empirical grounds to
believe that the mixed outcomes of our study are due to a process of stabilization in our learners’

oral skills. However, it does appear important for educators like ourselves to remain mindful of
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the potential effects transfer-of-training can have on students’ language development, especially
in combination with language transfer.

Most important for our purposes is that implementing effective CAF-focused activities
not only requires time, but also the repeated exposure, practice and instruction Ryding
emphasizes. In that sense, a single noticing activity followed by mechanical production and a
transformative activity is most likely insufficient to move students from increased awareness to
consistent correct implementation. Instructors seeking to focus on CAF must develop an
attentiveness to repeat opportunities for student use of the targeted CAF forms in subsequent
assignments, class activities and projects over the course of the semester. This would allow
students’ attention to the targeted forms to be more continuous rather than episodic. To keep
such continuous incorporation of targeted CAF forms feasible, the selection of a small number of
them for reinforcement during each semester of the course sequence may be recommended.

Questions to be addressed in expanded reiterations of the project could address student
attitudes toward planning as well as the effectiveness of feedback. Many of our interventions
included opportunities for planning. As Ellis (2009) notes, an important variable in
understanding the effectiveness of planning in improving CAF is “the learners’ attitude towards
the opportunity to plan” (p. 493). While many students may respond positively to the
opportunity to plan their performance, in certain cases planning time can increase student
anxiety about their in-class performance. In what ways can we gauge student attitudes towards
planning, and how can we accommodate for students who experience planning as anxiety-
inducing? In addition, it would be useful to pursue the question: What kind of feedback is most
effective for accuracy and complexity development?

As is evident from the list above, this project prompted additional questions and possible
avenues for addressing complexity and accuracy. Our activities and reflections serve as a point of
departure for future projects, by ourselves and others, focused on the development of accuracy
and complexity in the foreign language classroom. Our work provides insights into how a focus
on form, particularly on grammatical items that represent patterned errors for students, can be
integrated into already-existing curriculums. It also shows how designing lessons to include
guided planning and rehearsal helps students construct grammatical rules as a team, critically

reflect on their appropriate use, and practice them.
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Appendix
1. Pre-assessment instructions:

Please carefully read the instructions below prior to recording your videos.

For this assignment, you are asked to record two Flipgrid videos. When you enter the
“grid” you will find two topics—each topic being a small set of questions. Use the Flipgrid video
recording tool to record your oral response to each set of questions.

You should record your response to the first set of questions (titled “Health unit video
assignment”) in one go, without preparation. Imagine these are questions you are being asked in
class: no prep time. Give your best response, but don't fret over mistakes or pauses in this
response.

Your response to the second set of questions (titled “health unit-Qu 2”), by contrast,
should involve preparation. As you think about the questions, jot down or write out a good
response—as long as possible. Review the text of your response for accuracy. You may keep the
text of your response with you as you speak into the camera. Then, give yourself multiple
opportunities to record a response and upload a video response you are really pleased with. The
point of this exercise is to gauge the difference between your unprepared and prepared speech.

You have up to three minutes of talking time for each video response.

This is, by the way, a great exercise to reflect on in your learning journal this week.

2. Post-assessment instructions:
For this assignment, you will respond in two videos to the same health-related questions you
discussed in your Flipgrid videos at the start of the semester. Do not listen to the recordings you

made at the time before you start working on your new responses.

You should record your response to the first set of questions (titled “Health unit video
assignment”) in one go, without preparation. Imagine these are questions you are being asked in
class: no prep time. Give your best response, but don't fret over mistakes or pauses in this
response.

Your response to the second set of questions (titled “health unit-Qu 2”), by contrast,
should involve preparation. Do not go find the script you wrote in response to this question at

the start of the semester: take time to prepare a new script. It is fine if your response overlaps
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somewhat with the response you recorded at the start of the semester. What matters for this
video is that
e you compose a thoughtful response with the skills you now have at the end of this

semester (can you incorporate any of the new material we studied, and demonstrate
the greater accuracy you have worked on developing this semester?)

e you review the text of your response for accuracy;
e you make your response as long as possible;
Give yourself multiple opportunities to record this response and upload a video response you are

really pleased with.

The point of redoing this assignment is not only to gauge the difference between your
unprepared and prepared speech, but especially to gauge the difference between your speech at
the start of the semester, and now, at its end.

You have up to three minutes of talking time for each video response.

Use the same grid and flip code to access the assignment as in the beginning of the

semester.
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Advanced Speaking Development in
Upper-Level French Courses

Ray Balstad, University of Minnesota

Project Overview

The 2007 report of the Modern Language Association on foreign languages in higher education,
arising in the wake of September 11, 2001, refocused attention on the purpose, necessity, and
polemics of language education in the university (MLA, 2007). Among these polemics, the divide
between language and content in language programs is one that has and continues to drive a
wedge in approaches to language learning in higher education. Typically, students in language
programs spend their first four to six semesters of study in courses that are primarily focused on
grammar, vocabulary, syntax, and mechanics of language (normally referred to as beginning- and
intermediate-level courses). Upon completion of these courses (or equivalent), students move on
to content-focused courses such as literature, film, business, or culture (often referred to as
advanced-level courses). Presuming basic proficiency in most language modalities, advanced-
level coursework rarely involves overt language instruction, often relegating it to the periphery.
This divide primarily arises out of the prioritization of “content” in language programs, viewing
preliminary language-based courses as a stepping stone to cultural, content-based courses.
Research has indicated that university students in language courses make large proficiency gains
in beginning- and intermediate-level coursework (courses that tend to target the mechanics of
language).! However, as students begin advanced-level “content” courses, their language skills
often plateau (Darhower, 2014; Leaver & Campbell, 2015). Certain common teaching practices
or classroom structures may limit the range and volume of student speech in upper-level
classrooms, thus contributing to stagnation in students’ language skills at the upper-level. For
example, whole-class discussions led by the instructor can severely limit the volume and length
of students’ individual oral productions (Darhower, 2014). Further, present tense in the
indicative mood tends to dominate in most types of classroom discussions, which may limit

students’ proficiency in other tenses and moods. Such practices can stymie the length and

! Measured according to ACTFL (2012) guidelines.



frequency of student oral language use and may limit the register and range of speech employed

in the classroom (see Rose & Liskin-Gasparro, this volume).

In studying a text, we aim to simultaneously develop students’ linguistic skills and their
ability to comprehend and analyze a text. Aside from straight-forward mapping of the student’s
first language to their second language, students create meaning in a language through personal
experience (Mantero, 2006). While meaning can be constructed through personal lived
experience or through personal reading of a text, meaning is also negotiated dialogically, making
classroom discussion paramount to FL learning. When asked to reconstruct a text and make
meaning of it, students can “apply the literacy-based, cognitive abilities of cohesion and
coherence to comprehend the facts of the text while expressing their interpretations and
comprehension of the literature and how it relates to their life experiences” (Mantero, 2006, p.
105). These practices in particular will be the focus of this chapter.

The Proficiency Assessment for Curricular Enhancement (PACE) Project, administered by
the Language Center at the University of Minnesota, spearheaded an Advanced Speaking
Initiative for the 2017-2018 academic year through a Language Flagship Initiative in order to
address these findings (The Language Flagship, 2014). The Advanced Speaking Initiative
introduced a program in Spring 2018 through which graduate teaching assistants (GTAs) in
Spanish, German, Arabic, and French were paired with department faculty in upper-level
language courses. In the fall of 2017 under the guidance of PACE advisors, GTAs conducted
preparatory research, which included a review of current literature as well as collaborative
preparation at an Advanced Speaking symposium in Chicago. The symposium took place in Fall
2017 in concert with other universities participating in the Language Flagship Proficiency
Initiative; particular areas for development were identified and educators came together in
cohorts to create and share plans for curricular intervention in these fields. These fields included
scaffolding speaking at the upper-level, facilitating collaborative dialogues in and outside of class,
corrective feedback, instructor questioning practices, and speaking assessment.

During the Spring 2018 semester, with direction and consultation from PACE advisors,
University of Minnesota GTAs worked with faculty to design and implement these curricular
interventions in content-based courses in order to promote the frequency, range, and quality of

student speech. The sections that follow will discuss this process and findings for FREN 3611:
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Speaking of Love in Medieval France, co-taught by the author and their faculty mentor, Dr. Mary

Franklin Brown.

Course Description and Context

Course Context

French 3611: Speaking of Love in Medieval France was a three-credit, twice per week course
comprised of both an English section and a French section. There was no prerequisite to enroll
in the English section, but students taking the course for French credit were to have completed
French 3101W: Methods in French and Francophone Studies (see below for course description),
in addition to having completed the equivalent of six semesters of college French. No knowledge
of medieval languages was required for students enrolled in either section. The total number of
students enrolled at the end of the semester was 37, with 27 students enrolled in the French

section and ten enrolled in the English section.

All students enrolled in the English section did reading in English, whereas students
enrolled in the French section did all reading and writing for the course in French. Each text in
the course bibliography was read by all students, those in the English section reading in
translation to English and students in the French section reading in translation to modern
French.” The class consisted primarily of joint discussion in English, but also included five split
discussion sections over the course of the semester. These split discussions occurred
approximately every two to two and a half weeks; during these split sessions, the English
students participated in a discussion led by the professor (Franklin Brown) and the French
section participated in a similar discussion led by the GTA (Balstad). The split discussion for the
French students was conducted in French and approached using methods developed as part of
the Advanced Speaking Initiative. Preparation of split sections was a collaborative effort on behalf
of the faculty and the GTA, both of whom worked to standardize activities, expectations, and
grading criteria across the two sections.

Students in the French section were primarily composed of juniors and seniors within the

French major. At the University of Minnesota, the average student who has completed 3000-

* Texts used in this course were originally recorded in languages such as Old French, Old Occitan, and Latin.

Instructional and Curricular Models for Post-Secondary Language Programs | 179



level coursework falls between Intermediate High (IH) and Advanced Low (AL) in the speaking
modality of the ACTFL scale (see Figure 1).

Figure 1. Proficiency Scores for French from PACE Findings

French Mean Ratings 2014-2017

AM

NM
NL
1002 1004 3016 31XX+
N N N N
A Listening 61 129 71 68
o+ Reading 77 154 78 70
o Speaking 76 167 81 69

Course Description

In addition to six semesters of college-level French (or equivalent), students taking this course
were required to have completed (or be taking concurrently) French 3101W, a writing-intensive
course that focuses on vocabulary, style, theory, and techniques for critical analysis. While the
course is a survey and often covers works across a wide variety of genres and time periods, it
does not have a strict bibliography or curriculum and thus is variable in content between faculty
members. The course is often a prerequisite for other more specialized content courses at the

advanced level.

French 3611: Speaking of Love in Medieval France aimed to explore notions of the self

and individual subjectivity through medieval writers” discourses on love through lyrics, short
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tales, and romances. The course explored the historical context in which these texts arose,
including an overview of the patronage of Eleanor of Aquitaine, Eleanor’s family, and the context
of medieval court life. In so doing, the course elucidated the complicated and imperfect process
through which history is recorded and how these lyrics, short tales, and romances are implicated
therein. The language and motifs available to these writers were used to discuss the transmission
of ideas, interpretation and representation of exemplary figures (Tristan and Iseult, Lancelot and
Guinevere), and connection between textual form (lyric, short tale, and romance) and meaning.
Lastly, these topics also served as an opportunity to cultivate written and oral communication
skills in order to produce polished writing and speech. While these skills were addressed for the
duration of the semester, the French section of this course practiced and evaluated these skills
explicitly through two activities: an oral exercise focusing on verb tenses employed in medieval

oral narrative and a troubadour debate about love focusing on the argumentative register.

Course Goals

The Advanced Speaking Initiative of the PACE Project sought to address factors contributing to
the tendency for students’ language skills to plateau after reaching advanced-level language
courses. While data compiled by the PACE Project and the Department of French and Italian
(FRIT) at the University of Minnesota from 2014 to 2017 indicates that students make consistent
gains in speaking (Figure 1) over the course of their language study, data also indicates that
students fall between Intermediate High (IH) and Advanced Low (AL) as they complete their

advanced-level coursework.

FRIT aims to have its students reach AL proficiency in all modalities upon completion of
the major, leaving the average scores depicted in Figure 1 just shy of this goal.” The GTA thus
focused on elements of the speaking modality that merit an TH versus an AL rating, using these
to guide curricular intervention in the class. Due to the structure of FREN 3611 as a split
discussion section, there were necessary limits on the amount of time and coursework dedicated
to oral French.

As such, owing to the limited French language contact hours in this course, the GTA

aimed to develop and pilot activities addressing multiple factors contributing to the gap between

’> Measured on the ACTFL proficiency scale (2012); modalities include speaking, reading, writing, and listening.
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IH and AL students rather than focusing on a sole contributing factor. Table 1 indicates the
ACTFL guidelines for performance tasks that were addressed in this course.

Table 1. ACTFL Proficiency Guidelines—Speaking

Intermediate High Advanced Low

Some confidence: Narrate/describe in major time Confidently: narrate/describe in past, present, future in

frames w/ paragraph-length discourse (though paragraph-length discourse with connected/linked

inconsistently) sentences (trouble switching between narration and
description)

Length of Discourse: Paragraph-length discourse can Length of Discourse: Paragraph-length is usually upper
be achieved with a reduction in breadth and limit with dominant language evident in false cognates,
appropriateness of vocabulary. Can sometimes narrate | literal translations, or oral paragraph structure of

in major time frames, but struggles with switching back | dominant language.

and forth.

As indicated, IH and AL speakers both have the capacity to speak in paragraph-length
discourse, exhibit degrees of grammatical roughness, and display inconsistency in their ability to
perform tasks associated with both Intermediate and Advanced speaking proficiency (in
particular with qualitative deterioration when attempting tasks above the speaker’s current level).

Of note are several key differences between IH and AL speakers:

1. ability to maintain a clear time frame in narration;

2. complexity of tasks (simultaneous competency in multiple skills);
3. cohesiveness of sentences and ideas; and
4.

sustainability of discourse in both informal and some formal registers.

Of these differences, mastery of tenses and length of discourse are often unsupported in
the structure of many advanced-level classes. For example, whereas advanced-level culture
courses that discuss literature or film may cultivate students’ critical analysis skills, much of the
discussion in these classes takes place in the present tense (Darhower, 2014). In particular,
analysis takes place largely in the indicative mood of the present tense (e.g., “I think that...

”

because...”).* Although narrative often employs past tense, (informal) discussions of narrative

*In the most organic of situations, this would also include the use of the conditional mood as well. However, as
detailed in the reflections on Activity 1, when students are unpracticed in particular tenses or moods, they may
avoid them and seek registers/tenses/moods that are more comfortable. Such may be the case with the use of the
conditional in analytical writing and speech.
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most often take place in the historical present. Further, in analytical writing, students are
expected to use the historical present when recanting a work of literature or film. As a result, it is
unsurprising that students display difficulty in gaining a greater, more consistent command of
other verb tenses. It then stands to reason that if students are to improve beyond the TH level in
content courses, approaches that encourage and necessitate a wider variety of verb tenses should
be implemented.

With respect to the length of discourse, discussions in advanced-level courses frequently
follow the Initiate-Respond-Evaluate/Follow-up (IRE or IRF) model (McCarthy & O’Keefe,
2014). According to this model, the instructor will pose a question to students (typically one that
can be answered in less than two sentences), an individual student will respond, and the
instructor will evaluate the accuracy or quality of the student’s response. These sequences
prioritize instructor talk over student talk and reduce the overall volume of student speech over
the course of the class. Further, some students participate more readily than others, meaning that
student talk may also be limited to just a few students. In such class sessions, each student may
only expect to have said, at most, a few sentences and, at least, nothing at all. This may also
contribute to difficulty with sustaining paragraph-length discourse. In order to address this, the
GTA orchestrated activities designed to increase the length and volume of student talk.

Lastly, paramount to the verbal and intellectual continuity of ideas is the ability to
logically connect ideas on both the clause and sentence level. This often necessitates a certain
degree of fluency with coordinating conjunctions and transitional devices. There are distinct
informal (e.g., but, and, so, etc.) and formal (e.g., however, furthermore, as a result, etc.)
registers used to create intellectual continuity of ideas. The ability to employ these transitional
words and phrases elevate the level of speech by engendering a greater fluidity of ideas and
adding length and complexity to the speech act.

With the questions of tense and fluidity in mind, the faculty and GTA designed two
graded activities for the French students. The first asked students to consider questions of tense
through oral narrative by analyzing tense use in the texts, and then asking them to mimic
appropriate tense changes in their own re-telling of one of the texts. The second activity
addressed register, argumentation, length of discourse, and connectedness of ideas through

analysis of these elements in medieval troubadour debate. Students considered styles of
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argumentation in these debates and reviewed ways in which ideas could be connected using
transitional phrases. Students then performed their own troubadour debates in which each
student was expected to speak continuously for one minute, during which they were to develop
a single argument. The details of these activities (including lesson plans) are discussed in the

following section.

Activity 1: Narrative & Verb Tense
Curricular Information
The text used for this activity was Lais by Marie de France. A lai is a short oral narrative, which

students read in translation to modern French. The following edition was used in this course:

Marie de France. (1990). Lais. (Laurence Harf-Lancner, Ed. and Trans.). Paris,

France: Livres de poche.
Motivation and Goals
As previously indicated, much classroom discussion is limited to the present tense. This type of
classroom discussion thus disallows students from practicing other primary verb tenses, leading
to weaker speaking skills in this area. In keeping with the ACTFL proficiency guidelines that
separate IH and AL speakers, this activity was designed to target students’ use of the past and
present tense in oral storytelling through the examination of tense usage in oral narrative. In
pairs, students were to retell one of the lais of Marie de France with special attention to tense

usage, including both proper choice of tense and accuracy of conjugation.

Background and Task Description

When discussing a particular narrative in the classroom, the immediacy of the particular event in
the story that is being discussed will cause speakers to use the historical present. Medieval
narrators tend to switch back and forth between past and present tense. Modern storytellers do
the same (though perhaps to a lesser degree). In modern storytelling, these tense changes often
occur when there is a departure from the primary narrative. For example, a prologue to the story
will often take place in the past tense, but when the primary narrative begins, storytellers will
often switch to present tense. With these tense changes in mind, an activity was designed not
only to target students’ use of the past tense, but also to deepen their understanding of the

factors that can lead to tense changes that may have less to do with the simple chronology
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(fabula) of events in the story and more to do with how to the narrator structures the temporality

of the story (syuzhet).

This activity included both in-class and out-of-class components. Work done in class
served as a preparatory element for the out-of-class component, which consisted in the re-telling
of one of the lais with a partner in front of the instructor. The in-class activities included a direct
discussion of literary aspects of the text (themes, observations, etc.) as well as analysis of verb
tense in two audio recordings of native French speakers telling stories (Caruthers, 2013a).

In the graded, out-of-class component of the activity, each group was expected to speak
for a minimum of five minutes and to present without notes. Students were able to choose the
register in which they wanted to recount their story, but were required to use past tense in
accordance with that register.” They were expected to pay attention not only to tense changes,
but also to correct conjugation and accurate choice of tense.® Students were given immediate
feedback on tense accuracy following the presentation, and additional commentary was added to

their rubrics (see Appendix for full grading criteria).

Pre-Task Preparation

The split discussion session was preceded by two class sessions with both the French and
English sections in which the students discussed the Lais in English. French students were also
expected to make a post to the online forum in French. These forums became the basis of class
discussion both in the whole-class discussion sessions as well as the split discussion section.
Prior to the split discussion session, students were also instructed to listen to the audio clips with

special attention to the verb tenses and the register of speech being used.

In-Class Activities

Group Discussions (30 minutes)

Several students were selected as group discussion leaders prior to class. They were instructed to
recapitulate what they had said in their online forum post and to introduce several discussion

questions for their group (3-5 people). These discussions lasted roughly 20 minutes, during

> A more formal register (such as in the first audio clip) required that students remain exclusively in the past tense,
while a more informal register (second audio clip) allowed students to switch back and forth when necessary.
® For example, accurate usage of the passé composé (preterit) versus the imparfait (imperfect).
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which the instructor circulated to listen to and occasionally intervene in these discussions,
identifying salient points/themes for a follow-up discussion with the whole class (10 minutes).
The choice of small discussion groups was designed to increase the volume of student talk and to
afford agency to students in the group discussion. Small group discussion also provided a lower
stress environment for students to voice their ideas. The small-group discussion was followed up
with whole-class discussion in which students were able to reiterate what they had discussed in
smaller groups, allowing them the opportunity to refine their speech and their ideas before
voicing them for the class. By first voicing their ideas in the forum online, then in small groups,
and finally before the entire class, students were provided with additional time to develop their
language and their ideas, thus allowing for more fully formed contributions to class discussion

and allowing for students to speak with more confidence in front of the group.
Tense Analysis in the Lais (20 minutes)

Students were provided with an excerpt from “Equitan” in which tense change occurs (see
Appendix). The selection was from the middle of the text rather than at the beginning, asking
students to consider where and why tense change might occur in other parts of the text. They
were asked to underline all the moments of tense change in the excerpt. Based on the moments
of tense change, the students generated a list of possible motivations for these changes. The
primary reason motivating the changes centered around description of events outside of the
primary action; these included describing events that happened before the primary action or an

action contemporaneous to the primary action, but happening in a different physical location.
Audio Recording (20 minutes)

The audio clips were played again for the students in class. One of the storytellers held a Ph.D. in
linguistics, while the other one was college educated in an unspecified field. The former
remained in the past tense for the duration of the story (Caruthers, 2013b), while the latter
recounted the beginning (prologue) of the story in the past tense before switching to present
tense (Caruthers, 2013c¢). Students were asked to identify similarities and differences in the
cadence and register of the two speakers. They were then asked to identify the tense being used
in each of the stories, and how the tense could be connected to a more formal or informal

storytelling register. Students were then asked to identify the moment of tense change in the
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second speaker’s story. The speaker began in past tense but switched to present tense after giving
background information to motivate the primary narrative of the story. The speaker then
remained exclusively in the present tense. Students compared the usage of verb tense in the
audio clip to the prologues of different lais. Lastly, students were then instructed to apply this

analysis of tense usage to their oral narrative activity.

Results and Reflections
This activity yielded mixed results for students. Perhaps unsurprisingly, students with a stronger
command of oral French were more perceptive to tense changes and were able to more

accurately employ verbs in the correct tense and conjugate them correctly.

In the analysis of verb tense in “Equitan,” students were successful at identifying major
verb changes and were also able to reason through the motivation for those tense changes.
However, interestingly, quite a few students mistook the use of the copula was in the imperfect
followed by an adjective to be the pluperfect.” The instructor asked students to elaborate on
whether or not this was a tense change (not all students agreed), and several students were able
to explain to the class why this particular formulation was not a tense change.

In the discussion of the audio recordings, many students had come to class unprepared,
and thus struggled with the activity as they heard the recording for the first time. It also seemed
that many students were able to broadly identify which tenses were being used in both
recordings, but could not identify the exact moment of tense change in the second recording.
After the instructor indicated the moment of tense change, students were able to draw on the
preceding “Equitan” activity to discuss what motivated the tense change in the second recording.
Providing a listening guide with questions about tense may have improved student
accountability and participation in this discussion.

In the oral narrative activity, most groups opted for a more informal register in their
retellings, however only a few groups successfully modeled tense change. While the expectation
of usage of past tense was made clear, roughly half of the groups retold the story entirely in
present tense, beginning the story at the primary action rather than at the prologue. The groups

who did employ tense change primarily saw difficulty in the correct use of the preterit versus the

" “Le bon chevalier était alors levé,” 1. 283.
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imperfect, or in the correct conjugation of less common verbs. Many students also employed a
more modern or colloquial lexicon rather than borrowing vocabulary from the stories
themselves. One group of particularly strong speakers chose a formal register and remained in
the past tense with high accuracy throughout. Many students seemed more concerned with
fidelity to the plot rather than tense fluctuations in the narrative. Direct meta-dialogue about the

pedagogical motivations in the activity could help make expectations clearer in the future.

Activity 2: Debate Task

Curricular Information

The texts used in this activity were drawn from various troubadour debates. These debates
included Domna H. and Rofin, “Rofin, digatz m’ades de quors”; Lombarda and Bernart Arnaut
d’Armagnac, “Lombards volgr'eu eser per Na Lombarda”; Maria de Ventadorn and Gui d’Ussel,
“Gui d’'Ussel be-m pesa de vos”; and Alaisina Yselda and Carenza, “Na Carenza al bel cors

avinenz.” The following edition was used in this class:

Harvey, R., & Paterson, L. (Eds.). (2010). The troubadour tensos and partimens: A
critical edition. London, England: D.S. Brewer.

Motivation and Goals

One of the major traits separating TH and AL speakers involves the continuity of ideas and the
duration of oral discourse. Further, because many different types of literature were studied in
class, understanding of genre was central to this activity and to the course as a whole. As a result,
the debates of 11th century troubadours and trobairitz (female troubadours) provide fertile
ground for development of oral production skills, particularly continuity of ideas and duration of
speech. Continuity of ideas and argumentation skills are mutually constitutive and can
contribute to the finesse and polish of a student’s extended discourse. Transitional phrases (e.g.
so, further, as a result, however) provide a relatively simple, straightforward way for students to
strengthen their argument by coordinating their ideas. Thus, the introduction of transitional
phrases and a reproduction of the troubadour debate style allows students not only to strengthen
their public speaking and argumentation skills, but also to understand and appreciate the genre,

format, and art involved in a troubadour debate. Students studied both the vocabulary and
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organization of ideas in several of the troubadour debates. This provided a means of better

understanding genre, and even the style of different troubadours within the partimen genre.

Background and Task Description

Students studied a variety of genres of troubadour lyric (canso, alba, sirventes, tenso), but the style
chosen for this activity was a partimens, a type of tenso that involves a lyrical debate between two
poets. A third member is needed to render judgment at the end of the debate. Each debate
focused on a single question with two possible answers (e.g., Should a man abandon a lady who
has grown old, and for no other reason?) (Harvey & Paterson, 2010). The first debater
introduces the question, the second may choose which of the two positions to argue, and then
the first debater must accept the opposing position. A series of exchanges takes place in which
the debaters must respond to one another, with the first debater receiving the last word. A
member of the audience (typically a lady) then announces the winner of the debate.
Troubadours often prepared for these debates ahead of time, as they were performed in verse.

Students were thus allowed to prepare beforehand to stage a similar debate in groups of three.

Preparatory work for the debate took place primarily outside of class. All in-class
preparatory work for the debates took place with the combined section (French and English) and
took the form of group discussion, which focused on both the content and the form of the texts.

The activity draws on the elements of preparation, argumentation, and performance
present in a debate. Students were placed in groups of three, which were determined by the
instructor in order to balance students’ skill levels and match their complementary skills.
Students in each group were allowed to decide roles amongst themselves. Roles were assigned

based on the following format:

1. Debater 1: Introduces debate question and possible responses (1 minute)
2. Debater 2: Takes a position and presents the first argument (1 minute)

3. Debater 1: Assumes remaining position, refutes Debater 2’s first argument, presents
first argument (1 minute)

4. Debater 2: Refutes Debater 1’s first argument, presents second argument (1 minute)

5. Debater 1: Refutes Debater 2’s second argument, presents second argument (1
minute)
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6. Judge: Summarizes question and major arguments, announces a winner, presents
reasoning for choosing the winning argument (2 minutes)

The task required that Debater 1 talk for three minutes, Debater 2 for two minutes, and
the Judge for two minutes. Students were able to choose a debate question from a
comprehensive list of troubadour debate questions, and they were permitted to choose the
register in which they wished to perform the debate.® Although students were allowed to
predetermine the conditions of the debate (who would assume which position, which argument
would win), they were not permitted to use notes in their presentation. Further, students were
expected to employ transitional phrases that would aid in the continuity of ideas in order to
develop argumentation skills. They were graded on respecting the format (including the timing)
of troubadour debate, comprehensibility and grammatical accuracy, and continuity of

ideas/argumentation (see Appendix for full grading criteria).

Pre-Task Preparation

In a split discussion section roughly two weeks before the debate, students and instructor
dedicated class time to generating a list of transitional phrases that would aid in the process of
argumentation. Students focused on phrases that would allow them to expound on an idea, to
present a contradiction, and to compare like elements. Students were informed that this
vocabulary would be important in the debate activity down the line. Over the course of several
class periods, students first studied other forms of troubadour poetry, and these were used in
part to better understand the format and register of debate poems by comparison. One combined
section class period was dedicated to discussion of the debate poems and to introduction of the
format and expectations of the debate activity. After this point, students prepared the debates

entirely outside of class.

Results and Reflections
In a follow-up discussion of the activity, many students expressed that it deepened their

understanding of the work that goes into creating such a debate, citing in particular that the

 While there are many complex styles of troubadour debate that mix with other genres of troubadour poetry,
students looked at poems that took a more traditional elevated register and focused on eloquence of argument,
whereas other troubadour debates displayed complete disregard for argumentation in favor of crudeness and ad
hominem attacks.
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troubadour debates were also performed in verse. All groups were able to successfully recreate
the debate format. Most students stayed within their time constraints, with a minority of students
running under or over their time limits. Students with generally weaker skills were able to
maintain speech but were more likely to simply restate their point rather than to argue it. Many
students were able to successfully employ at least one transitional phrase, though simpler, less
formal phrases such as alors [so] and en plus [then, on top of that] were common. Instructor-
chosen groups produced good results; students with weaker oral production skills seemed to
have more confidence and most groups shared time and labor equally. In a few cases, weaker
students assumed the more labor-intensive role of Debater 1. Most groups opted for a more
standard, formal debate that involved repudiation of the opposition’s argument; however, two
groups instead employed the more absurd, ad hominem style of debate present in several of the
troubadour lyrics. Further, several groups also employed literary references from works
discussed in class, mirroring the troubadours’ use of literary references before their courtesan
audience. While argumentation undergirds the debate genre, the activity appeared to engage
students’ interest in and understanding of genre in addition to developing their argumentative

skills.

Conclusions

This course proved an interesting experiment that produced activities specifically designed to
target particular language structures that impede students from advancing their oral production
skills on the ACTFL scale. The addition of a GTA in concert with the split section format allowed
students in the French section the opportunity to refine their oral production skills in a way that
a standard split section (in which all discussion takes place in English) would not have provided.
That said, the graded activities in this class in particular seemed to suffer from a lack of support
or repetition outside the classroom. In the oral narrative activity, several pairs misunderstood the
nature of the assignment, and a large number of groups failed to address the target structure.
Similarly, in the debate activity, while students better understood the nature of the assignment,
many students did not perform outside of their comfort zones and failed to produce polished

arguments.
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Prohibitive factors in the goals of the advanced speaking interventions can be in part
attributed to class size and limited contact hours over the course of the semester. The project
nonetheless provided an opportunity to identify concrete skills that would allow students to
advance their oral production, connect oral production to understanding of content, and
produce approaches that would target these skills through the use of course-specific content.
However, due to the large size of the class, discussion and in-class activities were limited in
scope. The number of students along with the limited contact hours also impeded the GTA’s
capacity to provide individualized feedback on oral production. This feedback was limited to the
two graded activities; however, this feedback would allow students to be cognizant of areas of
oral production that would help to improve their overall skills. In providing students individual
and specific feedback about their oral production and their performance as it related to the goals
of the task, a student can move forward knowing if and where misunderstanding may arise in
terms of both their understanding of the content as well as the linguistic skills involved in
communicating their ideas.

An increased number of contact hours in French would have allowed more time for
students to not only practice their oral production skills, but to also implement strong pre-
speaking activities that allow students the space to build up to the expectations of the graded
activities. Taking time in class to discuss the pedagogical approach with students could perhaps
allow them to better understand the emphasis placed on certain target structures in each activity,
ideally increasing the number of students seeking to perform further outside their comfort zones
in the graded activities. With more contact hours, more pre-speaking activities could be added to
allow students time to rehearse before the graded performance. Infrequent moments in which
students are asked to perform a particular skill may help to make them aware of their need to
practice it, but do not necessarily provide the time needed to make progress in that skill. More
time to practice these skills would also allow students time to assess their strengths and
weaknesses with respect to those skills. More contact hours would provide the instructor
additional opportunities to observe students’ oral production skills (ideally in a smaller class),
perhaps allowing for individualized feedback or deeper insights into trends in student speech
and growth with respect to the target structures. Alternatively, to increase contact hours for a

particular skill, the instructor could have focused on a single target structure and developed
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activities to improve students’ oral production in that particular skill over the course of the
semester, as opposed to targeting a wide range of skills that distinguish IH from AL speakers.
Ultimately, the advanced speaking interventions in the course succeeded in increasing the
overall volume of student talk, minimizing IRE sequence interactions between instructor and
student, encouraging both spontaneous and prepared speech, and allowing students to see some
connections between their language skills and their understanding of content. However, the
scope and the ability to progress in a particular skill was impeded by the size of the class and the
overall contact hours in the target language. For a similar split-section course in the future,
instructors may consider choosing one among the major skills that distinguish IH from AL
speakers, and focusing solely on that skill over the course of the semester. In a course conducted
entirely in French, it may be more feasible for an instructor to focus on a wider range of skills,
allowing time to rehearse and revisit those skills throughout the semester. In either course
format, instructors may explore the benefits of open and directed conversations about the
motivations for pedagogical interventions in the class so as to provoke students’ awareness of
their strengths and weaknesses in the target areas and to provide greater insight as to how they

can improve (Weissberg, 2006).

Future Directions

The GTA will soon begin teaching intermediate-level courses, which integrate more cultural texts
(literature, films, etc.) than those at the beginning level. These intermediate courses often lay the
foundation for how students will approach texts in their more advanced courses. As such, the
GTA will be poised to guide students’ formative education in textual and literary analysis. The
GTA plans to prepare the course texts taking into account beginning- and intermediate-level
language structures covered in the course. Students will then be able to consider how the

language forms they are learning create meaning in the text.

With respect to increasing the volume and length of student oral production, the
instructor plans to integrate pair and group work strategies such as small group discussions,
Stationenlernen [learning stations], think-pair-share, information gap, and the like. In so doing,
the GTA hopes that this manner of discussion will habituate students to the practices of applying

language to meaning as well as developing a greater level of comfort with extended discourse as
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students enter either advanced-level courses or as these students use language in their day-to-day

lives.
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Appendix

Criteres d’évaluation - Activité de récit (Marie de France)

Catégorie Description Points Commentaires
Contenu et Continuité de paroles, clarté, style et 7 pts
fluidité fidélité de I'histoire, organisation d'idées,

récit succincte

Temporalité Emploi logique de temps de verbe, 7 pts
conjugaison, emploi du passé (plus-que-
parfait, imparfait, passé composé),
emploi du présent

Langue et Grammaire, vocabulaire, syntaxe, 6 pts
style organisation, longueur de phrases,
longueur de parole

Total /20

Marie de France: “Equitan,” vv. 267-288

267  Le roi lui promet d’agir et tout
selon sa volonté.
A peine trois mois plus tard,

270  le roi va chasser dans le pays de son sénéchal.
pour se soigner, il se fait saigner
en méme temps que le sénéchal.
Deux jours plus tard, il demande un bain
et le sénéchal s'empresse aupres de lui.

275  « Vous vous baignerez en méme temps que moi ! »
dit Equitan. Le sénéchal acquiesce.
La dame fait chauffer l'eau des bains
et apporter les deux cuves.
Elle les a placées toutes deux

280  devant le lit, soigneusement.
Elle fait apporter 'eau bouillante
quelle réserve au sénéchal.

Le bon chevalier était alors levé
et était sorti se promener.
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285  La dame rejoint le roi
qui la fait asseoir pres de lui.
Ils se couchent sur le lit du seigneur
et s’y livrent aux plaisirs de 'amour.

[...]

Criteres d’évaluation - Débats de troubadour et trobairitz

Catégorie Description Points Commentaires

Contenu et | Continuité de paroles, clarté, longueur de | 7 pts

fluidité phrases, ¢élaboration succincte
Rhétorique Lexique d’argumentation, structure 7 pts
et style d’argument, organisation d’idées,

d’argument | prestance, présentation

Langage et Grammaire, vocabulaire, syntaxe, 6 pts
style prononciation
Total /20
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