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ABSTRACT

This project delineates an approach to ESOL that com-
bines the teaching and learning of English with the facil~
oy itation of growth in self and cultural awareness —-- a
3 greater knowledge of one's self and one's cultural molding.
This approach involves the examination by students of items
from American media, to understand what such items say,
what they imply about American culture and for students'
F own culture(s), and what these implications mean for stu-
dents themselves. The instructor facilitates this process
through the progressive asking of guestions -- thus the name
"the questioning process' -- and simultaneously monitors
language usage by students' discussion for use in subsequent
language instruction.

The approach delineated in this project evolves from the
author's concerns over the political and cultural implica-
tions of ESOL. The project's preface is an analysis, sub-
jective in tone, of global evolution, and of the role of
American and of ESOL in that evolution. The project's chap-
. ters form an objective response to the subjective questions

' raised by the preface -- an approach to ESOL based on the
Socratic method, delineated through a set of specific tech-
niques and procedures in the ESOL classroom, and through a
set of examples of and materials for this approach. The
pProject's appendix is a narrative of some potentially help-
ful personal experiences using this approach.

The project is designed to be of use both to those ESOL
teachers who wish to use only its techniques and materials,
and to those who wish to consider it in depth, as a
philosophically~thought-out approach to teaching ESOL.
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INTRODUCTION

This project sets forth an approach to teaching ESOL
that combines the teaching and learning of English as a
second language with the facilitation of growth in self and
cultural awareness -- a greater knowledge of one's self and
one's cultural molding. This approach involves, specifi-
cally, the examination by students of items from American
media, to understand what such items say, what they imply
about American culture and for students' own culture(s),
and what these implications mean for students themselves.
The instructor facilitates this process through the pro-
gressive asking of gquestions —-- hence, the name I've given
my approach: the questioning process -- and simultaneously
monitors language use by students in discussion for use in
subsequent language instruction;

The discussion of this approach over the course of
the coming pages proceeds as follows: (1) The project;s
preface: an analysis, subjective and personal -- based on
my own study and réflection —-— of global evolution, and of
the political and cultural implications of ESOL and of self
and cultural awareness in this evolution; (2) the project's
chapters (the bulk of the project): an objective response

to the preface's analysis -- an approach to ESOL based on

' the Socratic method, delineated through a set of specific

techniques and procedures in the ESOL classroom, and through




a set of examples of and materials for this approach; and
(3) The project's appendix: a narrative of some poten-
tially helpful personal experiences using this approach.
The project is designed to be of use to those ESOL teachers
who desire to use only its techniques and materials; it
will, however, be of greatest benefit to those who consider
it in depth as an approach to ESOL. The approach deline-
ated in this project is a carefully-thought-out solution to
a personal questioning as to the nature of the coﬁﬁemporary
world's evolution and my small role within it; those who
follow my path of - reasoning, as shown in ﬁhe pages to come,
will be able to view this project's approach in its broad-
est context: the world as a whole and how ohe might best
live within it.

The project proceeds, more specifically, along the
following lines. There is first a brief forward, which
tells of my personal background in writing this project.
There is then the preface, which postulates the question,
"Why should the teaching and learning of ESOL be linked
with the pursuit of growth in self and cultural awareness?",
and attempts to answer that question through an examination
of the role of America and of ESOL in the contemporary

world. The preface concludes, as a result of that exami-

‘nation, thatlany answer to the question can only be sub-

jective, depending upon each ESOI, teacher's personal

approach to teaching -- my own personal answer forms this
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project’s raison d'gtre. The project's first chapter sets
forth a process by which growth in self and cultural aware-
ness may be facilitated -- a process by which the method of
questioning typified by Socrates is applied to the examina-
tion of items from contemporary media, in such a way that
the examiner is ultimately led to examine himself through
questioning, and thereby comes to a fuller understanding of
himself and his cultural molding. The project's second
chapter considers how this process may be applied/to ESOL,
in such a way that growth in awareness is combined with the
teaching and learning of English -- it delineates the re-
sulting expansion of that process's steps and goals. The
project's third chapter outlines, through a statement of
steps and goals, a comprehensive example and a step-by-
step delineation of practical techniques, how this process
may actually proceed in the ESOL classroom; and the fourth
chapter examines the selection and use of materials from
American media -- first through discussion, then through a
series of ten examples of items from American media and
their accompanying questionings. The project's appendix
sets forth my own experiences and suggestiong as to the
questioning process's procedure and materials for the ESOL

classroom; the appendix thus forms a Subjective addenda to

the objective delineations of chapters three and four.
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A note before proceeding: English has no sex-neutral pro-
noun, and using "he or she” and "his or her" in every para-
graph and on every page makes for a highly awkward writing
style. Accordingly, I've used the male pronoun to refer to
any hypothetical student or teacher —-- while this pronoun
has definite connotations of sex, and of sexism, connota-
tions I don't particularly want to convey, I have found no

suitable alternative to its use.




FOREWORD: MY BACKGROUND IN WRITING THIS PROJECT

Before proceeding with the body of this project, I
will tell briefly of my personal background in formulating

the approach which this project delineates. I take this

step because, as I've indicated in the introduction, that

approach is not one which simply sprang forth onto these
pages detached from my concerns as to what it means to be a
teacher of ESOL, and a person in this world -- rather, it
is directly a product of those concerns. With the next few
pPages, I seek to place the delineation of the questioning
process which is this project in the context of those per-
sonal inSights and experiences from which it came.

I first came upon the guestioning process while I was
a4 sophomore in college. I was studying philosophy, and
while I was enjoying my studies, they seemed to lack the
personal meaning for me that I'd hoped they would have —-
Plato and Descartes and Kant I found interesting and ab-
sorbing, but all the same, the questions that these philos-
ophers were asking and exploring were not guestions which
had much link with my own life and experiences. One fall

afternoon, I remember putting down Plato's Dialogues and

pPicking up a copy of Time Magazine and just for fun trying

out what I understood of Socrates' method ~- a method of

asking people questions in order to bring them to a deeper

understanding of what it is that they say and believe (a
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method to be examined in depth in the coming chapter) --

on the article I was reading. The results were interesting:
I learned some things about this culture and about my own
thinking processes, and I saw in a larger sense how I could
make the philosophy I was studying relevant to me -- I could
take its methods and apply them not to abstruse concerns
about the nature of ultimate reality, but to the more imme-
diate concerns of this reality, and how best to live within
it.

Two years later (having sporadically pursued the above
discovery . in the interim), I began teaching English to a
class of inner-city high—school students two hours a day,
twice a week. At first, not knowing what else to do, I
tried teaching literature -- contemporary short stories —-
which, for all my efforts, seemed to simply bore my students.
In desperation, I hearkened back to my earlier thoughts
about philosophy and its contemporary application -- and
brought into class an advertisement for a new car with a
beautiful woman sprawled on its hood, taped the ad to the
board and asked, "What do you see in this ad? What is this

ad trying to sell? How?". The class was bewildered at

first, but at my prodding, my very rough approximation of

the Socratic method, it gradually came to life. When the

class session was done, several students told me that they'd

never thought about those kinds of things before.
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Over the next year of teaching (until T graduated from
college), I slowly refined my approach -- bit by bit figured
out how to extrapolate a process of questioning in my own
mind to fit the needs and interests of a classroom full of
people with backgrounds and experiences very different from
mine. And it worked, though it took some interesting turns
—— among our other pursuits, we spent a month analyzing
kung-fu movies: their context, their assumptions, and their
implications. }

The September following my graduation from college, I
came to S5.I.T.; and, because I wanted to be open to ESOL
methodology and to the new ideas I knew I'd be exposed to,

I laid aside in my mind my past teaching experiences and
insights. The dream I had upon entering the MAT program was
one of travelling around the world in years to come in a
spirit of give-and-take, teaching my language and culture

to foreigners and in turn learning their languages and cul-
tures. I knew from dream's birth, in the back of my mind,
that the reality was far more complex and ambiguous than my
dream would allow; but it wasn't until I'4d spenf some weeké
at 5.I.T., and had had some long c0nve£sations with former
Peace Corps English teachers, that I began to fully conceive
of the ambiguity of the role of ESOL in the contemporary
world, the inextricable link of ESOL with America.

It is quite possible that, had I taught ESOL for a

year or for half-a-dozen years before entering the MAT




Program, the questions that so concerned me during my ini-
tial months in the program would have resolved themselves
through experience's course. But I hadn't taught ESOL, and
those questions did concern me, greatly so -- my presence

in the MAT Program became, in those months, increasingly
difficult for me to justify to myself. Compounding my inner
difficulties was the fact that the MAT Program did not seem
to recognize the importance, or even the existence, of these
questions (I brought up the subject of the cultural implica-
tions of ESOL in two of my fall classes, but the issue did
not touch a common chord, and died). As one new to teaching
ESOL, I felt adrift, for I could not bridge the gap between
the global concerns I was feeling and the methods of teaching
ESOL that I was being taught: Silent Way and especially CLL
seemed to me to be interesting and effective ways of teach-
ing, but they said nothing to me about those larger ques-
tions, not "how teach ESOL?", but "why teach ESOL?", and
"what are the implications of teaching ESOL?" -- and these
were the questions whose resolution I sought. From talking
with instructors, I gathered that an implicit assumption of
the program was that, if the teacher of ESOL teaches in a
humanistic way -- a way that fosters interpersonal security
and openness, then that will serve, in its small wéj, to
}make the world a better place to live in. It seemed to me,
and still seems so, that while teaching humanistically is

important, it is not, in and of itself, enough. It is not
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enough to help people become more open with one another, in
or out of the classroom -- they must also become aware of
the forces which shape their lives which make them the
beings that they are. Only in this way can ESOL serve as
something more than the unwitting tool of these forces.

As this insight became clear to me, I began to grop-
ingly conceive of an approach to ESOL which couid facilitate
such awareness -- an approach combining my earlier use of
the Socratic Method with inner-city students with the new
techniques of ESOL instruction that I was learning.
Throughout the late fall, I struggled to formulate this
approach; by the time I arrived in Mexico, I felt ready to
apply it to the actuality of the ESOL classrcom.

At first it did not work well: My high-proficiency
classes were reluctant to delve into themselves in pursuit
of awareness -- they seemed to want to learn solely English

grammar or else tell jokes -- and my low-proficiency classes

- I simply confused. Over the course of weeks, however, the

questioning process made its effective transition from my
mind to the classroom; by classes' end, my students were
enthusiastically engaged in the questioning process, and
seemed to be, through that'process, simultaneously learning
English and growing in awareﬁess.

Last spring at S.I.T. I spent honing the questioning
process still further in my mind -- this time through the

insights arrived at in animated conversations with a number
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- of my fellow MATs, for whom the winter's teaching experience

had had the effect of making more concerned about the impli-
cations of ESOL -~ and last summer I once again tested it in
the classroom, at Yale University's ESOL Program. At the
point of this writing -- with a year's hard thought and
practice behind me -- I feel ready to explicate this approach

in the context of an IPP (although I'm well aware that I have

a great deal more to learn!). The pages that follow do so.
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PREFACE

THE TEACHING AND LEARNING OF ENGLISH
AND THE PURSUIT OF GROWTH IN

: SELF AND CULTURAL AWARENESS -- WHY SHOULD THEY BE LINKED?
This project delineates an approach to ESOL —- the
questioning process —-- that combines the teaching and

learning of English with the pursuit of growth in self and
cultural awareness. Before proceeding with that delinea-
tion, however, I must first address the fundamental quesg-
tion: Why should there be any such combination? What does
the pursuit of growth in self and cultural awareness haﬁe
to do with the teaching and learning of ESOL? In this
preface, I seek to show that the link between those +wo
endeavours is not arbitrary but vital and essential.

My argument will proceed as follows: Upon defining the
terms “self' and 'cultural awareness', I will embark on a
global analysis, examining the increasing shrinkage and

linkage of the contemporary world, the dominant role of

America in that process through its money and its media,

and then the role of ESOL in the contemporary world. Through

this global analysis, we will find that the role of ESOL in

the world is not less ambiguous as to its ultimate meaning

and significance than is the role of America in the world --
i3 that ESOL is not free from cultural implications due to the
o ‘role of America in the world. From this conclusion, I will

formulate my personal response: That, as a teacher of ESOL,

Lo
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I must teach in such a way as to enable students to become
aware of the cultural implications of ESOL, and that these
implications ultimately involve the self and cultural
awareness of my students and myself.

This preface sets forth, first in a global way, then
in a personal way, the raison d'etre for this project.
While what follows in this preface is not essential to an
understanding of the specifics of the questioning process —-
you, reader, may skip it if it does not seem relevant to your
concerns -- its perusal is essential if you are to understand
the questioning process from the philosophical standpoint

with which it was conceived.

Definition of 'Self and Cultural AWareness'

-..'an approach to ESOL that combines the teaching and
learning of English with the pursuit of growth in self and
cultural awareness'. The first element of this combination
—— the teaching and learning of English -- is relatively
unambiguous; the second element, however, is more problematic:
What exactly does 'the pursuit of growth in self and cultural
awareness' mean? Let us now-deal with its terms one by one.

Many volumes have been written on the term 'culture®
and all that it connotes; in this project, I am primarily
’interested in the individual and psychological aspects of
culture, culture as "a way of thinking, feeling, believing"l

"...located in the hearts and minds of men".2 In the context
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of our discussion of awareness, I define 'culture' as being,
'that which molds individuals to think and act in accordance
with the environmentri; which they live'. (Later in this
project -- from its second chapter on —- culture takes on a
broader connotation than this; it is viewed as 'the way of
life and worldview of a people', as well as 'that which molds
individuals...'). What does this concretely mean? Simply,
this: A typical Amerlcan, a tjplcal Japanese, and a typical
Mex1can have very different ideas about life, on many dif-
ferent levels -- their views of work, of status, of secual
roles, of the meaning of life itself, are fundamentally dif-
ferent; indeed, perhaps ultimately untranslatable into one
another's terms. It is culture —- the molding of the indi-
vidual to fit his environment, the society and its way of
life and thought into which he is born —- which creates those
asic differences of world view between individuals of dif-
ferent societies.

"Our ideas, ouf values, even our emotions ... are cul-
tural products -- products manufactured, indeed, out of
tendencies, capacities and dispositions with which we were
born, but manufactured nonetheless."3 Each of us is the

individual that we are primarily due to our cultural molding,

in all the unique varieties that that molding has taken in

each of us. 1In accordance with this, I define 'self' as

being 'the human individual thinking and acting on the basis

of his cultural molding'. To return to our example, while
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the American,- the Japanese, and the Mexican share certain
basic human needs -- the need to eat, to sleep, to engage

in sex, and, on another level, the need for self-respect and
respect from others and for reassurance against the fear of
death -- the ways in which these individuals perceive these
basic needs and meet these basic needs, and thus the way
they see the world and think and act in the world, are fun-
damentally different, due to their different cultural mold-
ings. (This is not the place to explore what these differ-
ences are; I recommend that the interested reader study Ruth

Benedict's The Chrysanthemum and the Sword (a study of Jap-

anese culture and mind) and Octavic Paz' The Labyrinth of

Solitude (a study of Mexican culture and mind) to obtain an
idea as to the differences in mind and self of different
cultures. These works are listed in the bibliograph at
preface's end.

The above definition of 'self', it is essential to note,
does not state that the individual self is ehtirely deter-
mined by his cultural molding -- while each of us necessarily
thinks and acts on the basis of our cultural molding --
"there is no such thing as human nature independent of
nd

culture -~ we also, as human beings, possess the power of

intelligence to understand our cultural molding, to under-

stand, at least to some extent, why we think and act as we

‘do. This I define as 'awareness': 'knowledge of one's

self -- one's thoughts, actions, beliefs, values, hopes,

RT3 K00, A A fA
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fears, dreams -- and of that self's cultural molding; under-
standing of who one is and how one came to be the being that
one is'. To return again to our example, while the American,
the Japanese, and the Mexican may see the wdrld in basically
different ways, if they can, through the pursuit of aware-
ness, each come to understand that their individual views of
the world are the products, of their own particular cultural
moldings, rather than being the one 'right' and 'true' way
to see the world, fhen they can begin to understand and
respect one another's views and selves -- and thus, perhaps,
to live in peace together.

The exercise of one's mind in pursuit of awareness is
an exercise which is in itself culturally molded; we are the
conditioned selves that we are, and we can only remain those
selves -—- we can neither completely understand those selves,
nor transcend those selves (except for at isolated moments,
perhaps). What we cén do, though, is learn to understand
ourselves and our molding a bit better, learn to see beyond
ourselves and our'particulars a bit farther -- while we can-
not attain complete awareness, we can grow in awareness.
Such growth, as I see it, is an unambiguous good ~- for
through it, we may come to better understand why we are as
we are and why others are as they are; we may come to see
beyond our differences and conflicts with those others to

that common ground upon which we all stand as human beings.




(And just think of what the world would be like if the mass

of human beings were to attain such an awareness!)

A Global Analysis: A Subjective Viewpoint

- The meaning of the statement with which I began this
chapter should now be clear (at least abstractly -- by pref-
ace's end, the practical import of my foregoing definitions
will have become apparent). What is not yvet clear is the
reason for the combination it proposes: 'growth in self and

B cultural awareness' may be a laudable goal, but what does it

have to do with the practical reality of the ESOL classroom,

the teaching of a new language to foreigners?

My personal pursuit of an answer to this question takes
me far afield from what is generally thought of as being the
province of ESOL -- over the next few pages, I will examine
the contemporary world's transformation, and America's role
in that transformation, an examination subjective in tone,
based on months and years of my reading and reflection. The
global path of argument I take is necessary in that I believe
that the deepest and best reasons for pﬁrsuing self and cul-
tural awareness in the ESOL classroom are not to be found in
the ESOL classroom, but in that larger world of which it (and
you and I) is a small but real part. The teaching and learn-—
;ing of ESOL is not an activity which takes place in a vacuum

}J == ES80IL, in all its implications, cannot, I believe, be under-

stood solely in terms of itself, but only in terms of the

()




whole world we're in (as much as such a thing is possible).
The pages that follow set forth a brief summation of my own

efforts to arrive at such an understanding.

The Transformation of the Contemporary World

- The world of the present is a world in upheaval. "Until
' the industrial revolution in which we live, the basic economic
and political life of man had remained essentially the same
since neolithic days“5; since the industrial revolution be-
gan, and especially in the past century, the economic and
political life of many, if not most, men on the globe has
been radically transformed. This transformation has many
complex facets; two of the most important of these facets can
be summed up in the terms 'contraction' and 'expansion' --
the contraction of the world in which men live, and the ex-
pansion of men's minds in seeing and understanding that
. world.
Contraction: The contemporary world is linked as never
before. The diffusion of automobiles, airplanes, factories,
hospitals, telephones, radios, newspapers... —- in short,

modernity -- to most corners of the inhabited world, is evi-

dence of an emerging global network of technology, commerce,

72 and communications, a network of mutual dependency. "No
- country is self-sufficient today ... all countries are in-
£y E . . . . .

P creasingly linked in a single economic system"® , .| ., "phe
Wi

world community appears as a ... collection of interdependent
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parts rather than a group of largely independent entities,
as was the case in the past"7.

Expansion: The horizons of men's minds are being
broadened, as never before, to encompass the world. Up until
fifty or one hundred vears ago, the world that was seen
through one's eyes and within one’s circumscribed day-to-day
exXistence, the world of one's family, one's village, one's
region, was for most men the only world that existed. This
is no longer true. Today, for that majority of the world's
people exposed to radio, or newspapers, or television, the
world of their existence becomes, at least to some extent,
the whole world, this planet we live on as brought to their
immediate environment by media. Increasingly, men ﬁo longer
live in their isoclated villages, but in that "global village"8

of which we are all members.

The Role of America in the Contemporary World

'Contraction' and 'expansion' are two ways (the first
'objective', the second 'subjective') of looking at the
process by which the world in which people live becomes in-
creasingly a world which all people share in common. Gradu-
ally but inexorably the different cultures within which
people are molded are becoming linked and fused, through the
common goods that people throughout'the world use and through

the media that people throughout the world perceive. This

global process is taking place largely through the influence




of America -- and in particular, America's goods and America's
media -- upon the contemporary world.

Evidence for this influence is not difficult to find;

for starters, one might consult the works cited in this
chapter's bibliography. A few statistics culled from those
works, telling of America's monetary dominance of the world
(and thus, indirectly, of the worldwide dissemination of
American products): "America accounts for one-third of the
world's total productive capacity"9 « « . "U.S. companies
account for 60 to 65% of all foreign investment in the
world"10 _ | | vmy 1980 [it was predicted in 1973] multi-
L national companies will account for 75% of all the world's
manufacturing assetg"ll | | | and three-fourths of the
world's thirty largest multinational companies are American
based. 12 Comprehensive statistics as to the influence of
America's media upon the world are more.difficult to come
by, but a few particular facts seem to reveal the larger
picture: "In 1971, the Associated Press [America's'largest
news agencyl] estimated that over one billion people outside
i the U.S. saw or heard the AP news each day.l3 "The Spanish
- edition of Reader's Digest is now the most widely-read maga-
5 zine in Latin America."l4 As of 1973, only five countries,
of the 106 in the world having TV networks, did not broadcast
American programs.l5 1In 1969, approximately 80% of Latin

L_ America's TV programs broadcast were produced in the y.s.l6

As one American commentator has written:
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"Everyone acknowledges that we live in a
contracting world, where human beings,
though countries and continents apart, are
ever—-increasingly sensitive to one another.
America's mass-media merchants, for better
or worse, function to make this so."1l7

America's influence upon the world, in terms of its
money and its media, is not at all difficult to ascertain;
what is difficult to ascertain -- indeed, perhaps impossible
to ascertain -- is the significance of this influence. What
does America's influence ultimately mean for the world? The
answer to this question seems to depend upon who one reads

~— and who one belijieves.

"Some believe the multinational corporations
to be the key to modernization of the global
society, a major force in reducing inter-
national conflict and eliminating global
poverty. To these, it is the most effective
global disseminator of technology, and a
creator of wealth, To critics, it is a
mercenary institution, designed to exploit
labor and the poor countries, profit-
oriented and devoid of social conscience."18

Thus, a pro-corporate thinker states: "Few things are more
hopeful for the future than the growing determination of
American business_to regard national boundaries as no longer
fixing the horizons of their corporate activity"l?; while an
anti-corporate thinker writes:

“With such a great stake in preserving the

Third World as a Western-dominated plantation,

the U.S. has mustered all its power to thwart

genuine nationalistic movements . . . Degpite

the democratic verbage, the West constitutes

an aristocracy enijoying wealth ggoduced by

third world soil and manpower."

Who is correct? Who knows?
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As the significance of America's money in the world
seems to be problematic for the impartial seeker of the
truth of the matter, so too is the significance in the worild
of America's media. One authority writes: "It may well be
that mass communications ... are abQut to play a key part in
the greatest social revolution of all time -- the economic

and social uplift of 2/3 of the world's people.“zo- while

r

another states:

Whatever else current and future commu-
nications revolutions produce, they will
produce the increased internationalization
of consumption, leisure patterns, yvouth
culture, education, language, and con-
scliousness generally. 1In this view, the
Americanization of everyone still has a
long way to go. Such improbable sights
as hot-dogs, American-style drum major-
ettes, blue jeans and T-shirts saying
'Ohio State University' will be found not
only in small provincial French towns,
but around the entire world.

More directly stated:

Authentic traditional and local culture

in many parts of the world is being bat-

tered out of existence by the indiscrim-

inate dumping of large guantities of

slick commercial and media products,

mainly from the United States.23

I could continue to cite such diverse opinions ad nau-

seam, but T think that the point has been made: While the
facts of America's contemporary influence upon the globe, in
terms of its money and its media, are clear, the meaning and

significance of this influence is not at all clear —- dif-

ferent authorities have radically different views as to this

meaning and significance, views apparently grounded in their
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different ideclogical convictions. Who is correct? My own
view is that such convictions are products of culture, as we
have defined it: "that which molds individuals to think and
act in accordance with the human environment in which they
live". One thinker believes that American money and media
will save the world from nisery and chaos, because the par-
ticularity of his molding from birth on, and all his experi-
ence and insight and study and ideoclogical convictions based
upon that molding, and furthering that molding, have led him
to interpret in such a light what he sees of the world's
situation. Another thinker believes that American money and
media are destroying the best of the world, because the par-
ticularity of his molding, and his experience and study and
insight and ideological convictions based upon that molding,
and furthering that molding, have led him to see the world's
situation in another and different light. As to which of
these thinkers' views, which of their convictions is more
correct, more true -- who, at this point, can possibly know?
The correctness or incorrectness of these thinkers' convie-
tions in terms of their accordance with reality simply cannot
be ascertained, for there seems to be no objective criteria
upon which to maké any such judgement -- the facts, even if
they be agreed upon, lend themselves to a multiplicity of
different interpretations, interpretations apparently based
'on the different views of the world, and thus the different

particular cultural moldings, of those who interpret.
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My research thus far as to America's role in the con-
temporary world has barely scratched the surfaces; I will
continue that research in months and years to come, and it
is possible that T will eventually come to unde?stand much
more than I do now. At this point, however, I can only admit
to being baffled: I simply do not know what to believe as to
the ultimate significance of America's role in the contem—
porary world, nor do I know of any clear way in which to

determine what to believe.

The Role of ESOL in the Contemporary World

With that inconclusive conclusion behind ug, let us now
turn to a consideration of ESOL. The role of America's
money and America'’s media in the contemporary world seems
to be ambiguous as to its significance. Is the role of
America's language in the contemporary world less ambiguous
as to its significance? The answer to this dquery seems to
be 'yes', and '"no', depending, once again, on one's point of
view. When ESOL is viewed purely as a language, an inter-
national laﬁguage bridging the world's linguistic barriers,
its global dissemination can only be seen as an obvious ben-
efit for the world; but when ESOL is viewed as the language
of America, its global spread seems no less ambiguous in its

significance than the global spread of America's money and

‘media throughout the world. Both these views have their

arguments and their merits -- let us consider these views

in turn.
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Supporting the first view is the fact that -- due
largely to Britain's global empire of centuries past, as
well as to America's influence of the present -- English is
now "the most widely spoken language on earth ... At least
one out of five ﬁeople on earth can speak it fluently or
haltingly ... They are to be found throughout every conti-
nent, and they include people of all races, nationalities,

and religions."24

English is thus the obvious choice to
serve as an international language for the world. No other

language approaches its worldWide diffusion to such large

numbers of people -- and international endeavors of all sorts
reflect that fact: "English is unquestionably and increas-
ingly the language of science throughout the world ... With

each passing year, English becomes increasingly the language
of education ... English is today the language of inter-

national business"22, "English today accounts for the major

part of the world's communications by mail, telegraph, radio,

and television"26, English is the language of air-traffic-
control throughout the world. " [Eighty] of the 126 nations
in the U.N. now take their working papers in English"27.
Nations of all different political systems and cultural tra-
ditions have made English a key element of their educational
curriculum, nations as diverse as Mexico, Sweden, China,
Japén R (the list covers much of the globe); because so

many nations so diverse in every way have turned to ESOL, it

would seem that they have done so not primarily out of



25

political or cultural affiliation with America, or out of
desire for America's techﬁology and goods -- rather, they
have espoused ESOL because English, far more than any other
tongue, is a truly international language -- and in our
increasingly-linked world, it becomes increasingly essential
to know.

But there are cracks in this view -- evidence which,
while not sufficient to disprove it, does serve to reveal
it as being less than the complete picture. I've found
little information as to the nature of English's use in
various specialized international endeavors, but M. A, Tamers

article "Must we All Speak English?" in Bulletin of the

Atomic Scientists?8 shows very clearly that, in that field,

there are those who view English not as simply an inter-
national language, but as the language of contemporary
America and its hegemony over much of the world. As for
English instruction in many of the world's nations, it seems
clear that, in at least some instances, such instruction or
lack of it is directly linked with a nation's political and
economic and cultural relations with America and with the

West. Two recent cases in point are Iran and Communist

China.
In Iran, with the overthrow of the Shah -- a man of
relatively pro-Western cultural and political slant -- and

his replacement by a government holding traditional Islamic

views, the extensive ESOL instruction taking place in Iran
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came to a qguick halt; as the new Islamic government made
quite clear, it sought to purge Iran of all American influ-
ence -- and that included America's language.29

In Communist China, on the other hand, ESOL has re-
cently been welcomed with open arms (its schoolchildren in
the past year have, by government decree, begun learning
English from the third grade on) -- a development that
Occurs subsequent to China's new-found warmth towards
America, beginning in the early 1970s, and is connected
with a massive current effort by China to modernize its in-
dustries with the help of Western technology and knowledge
~— and as well, with the extensive introduction of American
pfoducts to China.30 Thus, in these two examples, the re-
jection of America and the West's influence has meant the
rejection of ESOL as well; the acceptance of America and
the West's influence has meant the espousal of ESOL.

The preceding pages' fragmentary evidence leads to a
very large question -- one which, though not fully answer-
able (in terms of this inguiry, and perhaps in terms of any
inguiry, given evidence currently available) -- is nonethe-
less the essential question to be considered in terms of
what we're trying to ascertain: What is the predominant
global perception of ESOL? How is it generally viewed by
the world's nations? and the world's people? Is it seen

| . . . . .
primarily as an international language? Or, as America’s

language, with all the implications that view entails? fThe
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answer, one would suspect, lies somewhere between these two
black-and-white alternatives: ESOL is seen, in the largest
sense, as both the language of international communication
and as the language of America -- and particularly as a
language which facilitates the spread of Western and Ameri-
can technology and goods and media throughout the world.
There seems to be little to go on in the way of published
facts to determine the correctness of this answer, or of any
answer to the above essential questions; in the absence of
any such facts or conclusive answers, we must accept the
ambiguity of our own very general answer: English is the
world's international language, but is as well America's
language, and a path to American technology and goods and
media -- and no consideration of the role of ESOL in the
world can afford to ignore that fact.

Before moving on, let us consider briefly what America's
social critics have had to say about the use of its tongue
as the world's international laﬁguage. We find mirrored in
America's commentators the same concerns we have been dis-
cussing in the past pages -- while one commentator fervently

declares:

We should make it clear that we do not
seek national advantage. We offer the
world our language because it is the only
one with the possibility for becoming a
common medium for better understanding
and cooperation -- for the good of all.3l

Another, as if in cautionary reply, writes:
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English speakers point triumphantly to
the fact that more and more people are
learning English, and think their lan-
guage is going to achieve a world-wide
status unofficially, and, so to speak,
by default. What they overlook is the
fact that in far too many quarters, the
English language is viewed as the mouth-
Piece of a real or fancied Anglo-American
cultural, political, and economic
imperialism.

Other writers, among them the anthropologist Margaret
Mead33, have suggested that Esperanto be promulgated as the
world's second language, rather than English -- for Esperanto
would be free of the cultural and political and economic im-
plications that English bears, if not in fact, in much of
the world's eyes. While this suggestion may be chimerical,
due to the fact that very few people in the world speak Es-
peranto, it seems to be a reflection of the doubtful light
in which its proponents view English -- the world's obvious
candidate for an international language, but disqualified by

those implications it cannot break free from in its diffusion

around the world.

A Personal Response

The conclusion, then, that we must draw from our dis-
cussion of the past six pages is that, while English is
closer to being the world's international language than any
other the world now possesses, it also is not separable, in
much of the world's eyes, from America and its role in the

world. We've seen that the significance of America's role
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in the world is one which is ambiguous, depending upon what
ideology one holds, depending upon what one believes; the
same conclusion we must thus also draw in our consideration
of ESOL and its role in the world -- in that the role of
ESOL in the world seems to be inextricably linked with the
role of America in the world, it is not less ambiguous in
ité ultimate significance than is the role of Bmerica in the
world. The question we must now consider is: What does
this mean for the teacher of ESOL?

One answer to this guestion -- an answer not without
its merits or its advocates ~- is, nothing: The global role
of America and of ESOL simply has no relationship to or sig-
nificance for the ESOL classroom; the business of the in-
structor is to teach the specific points of the English
language as effectively as possible to those who seek to
learn that language, and no more than that. Needless to say,
I disagree with this view -~ the ESOL classroom, as I've
earlier stated, does not stand in a vacuum but in a world,
of which it is a small but real part; the students who learn
that language in the classroom then go into the world, to
use that language as they will. To me this means that, as
an ESOL instructor, I must teach in such a way as tQ not
only convey to students the structure of the English lan-

i guage but, as well, to enable students to become more aware

i of the implications of ESOL, implications stemming from the
fact that English is the language of the most powerful nation

i : in the world, a nation which dominates much of the rest of
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the world. The forthcoming project is, in part, a result of
that conviction.
But there's more to be considered than that. At the

start of this preface, the question was asked: "Why should

there be any link between the teaching and learning of Eng-
lish and the pursuit of self and cultural awareness?"; and
it was stated that the purpose of this preface was to show
that "the 1link between those two endeavors is not arbitrary
but vital and essential'. It should by now be apparent that,
in an objective sense, I can show no such thing -- for our
global analysis of pages past may lead to a multiplicity of
different conclusions by different instructors of ESOL; each
instructor must decide for himself what the global role of
America and of ESOL means in terms of his personal approach
to ESOL. In the coming pages, I will discuss what the fore-
going global analysis means for me as a teacher of ESOL, and
how it shapes the approach to ESOL which this project will
delineate. While this discussion will obviously be a sub-
jective one, I believe that it may be of value to you who
read it -- for my thoughts as to my role as a teacher of ESOL
can perhaps spur you further in your own thoughts, in what-
ever direction those thoughts may take.

The ambiguous nature of the global role of ESOL leads
me to seek to teach in such a way as to make students aware

' of the cultural implications of ESOL. What are these impli-

cations and what does it mean to try to make students aware
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éf them? Let us backtrack: In the first pages of this
preface, we defined culture as being 'that which molds indi-
viduals to think and act in accordance with the human envi-
ronment in which they live'; and we defined awareness as
being 'knowledge of one's self and of one's cultural mold-
ing'. Later, we looked at the world's current process of
transformation -- its contraction; its increasing economic
interdependence; the diffusion of technology and goods
throughout the globe -- and its expansion: the ever-
broadening minds of the world's inhabitants due to the
world-wide diffusion of media; the creation of a 'global
village'. We then saw that these global processes are due
1ar§ely to Aﬁerica's influence upon the world and, in par-
ticular, to the dissemination throughout the globe of
America's money and America's media. Putting all this
together, we see that people's human environments throughout
much of the globe are being shaped by the presence of goods
and media that are largely either of American origin or
shaped by American influence -- American culture thus plays
a significant part in the cultural molding of people through-
out the globe. Thus, to enable people to become more aware
of the cultural implications of ESOL means ultimately to
enable people to become more aware of their own cultural

molding -—- to enable them to grow in self and cultural

'awareness.
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This analysis may, perhaps, initially seem far-fetched
to one who considers it; if so, I think that a bit of further
consideration, in light of our preceding global analysis,
will reveal it to be not so far-fetched after all. Reexamine,
say, the statistics telling of the global spread of America's
media, presented on 19; these statistics leave little doubt
that America's media is reaching masses of people all over
the world -- entering their environments, shaping them by
what it tells them. The molding of people throughout the
world is more and more a molding of which —- or at least part
of which -- we all share in common, due in large part to
America's media and goods and culture; awareness of the im-
plications of ESOL means awareness of the role of America in
the world -- its media, its economy, its culture —-- which is,
ultimately, an awareness of who one is and how one got to he
that way. Thus, because of my concerns over the cultural
implications of ESOL, I seek to teach ESOL in such a way as
to not only enable students to learn English but, as well,
to facilitate their growth in self and cultural awareness.

There is, however, a more deeply personal reason for my
approach than that cited above, which I will now discuss.

In the definitions which openéd this preface, I spoke briefly
of my concept of awareness -- awareness is the capacity to

rise above one's self and one's cultural molding, the par-

“ticular circumstances of one's existence, to see one's self,

others, the world, in an objective and compassionate way.
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Awareness, as I have defined it, I believe to be an unambig-
uously positive state of being.

I want to spend my life and my career engaged in a pur-
suit that is unambiguously positive -- a pursuit that, in a
small way, will serve to make the world a better place to
live in. Teaching ESOL in and of itself is, to my mind, not
such a pursuit -- for the ultimate implications of the role
of ESOL in the world are ambiguous, just as are the ultimate
implications of the role of America in the world. TI'm simply
not sure about the implications of ESOL -- ultimately good,
ultimately bad, who knows? I'm simply not sure about the
implications of the influence of America over the contempo-
rary world -- ultimately good, ultimately bad, who knows?
All T know is that awareness is an ultimate good, the only
ultimate good of which, in this.ambiguous world of the pres-
ent, I feel certain. Accordingly, I seek to teach ESOL --
by personal circumstance, my chosen profession -- in such a
way as to enable students to not only learn English, but to
as well attain a greater awareness of themselves, of their
particular cultural molding, and of their larger culture, the
world as a whole.

Such attainment cannot be forced -- the impetus for
growth in awareness cannot come from others but only from

within one's self. If, however, such an impetus exists in

‘students (and I myself have yet to teach an ESOL class where

students did not feel such an impetus -- though its emergence
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in class may take time), then it is possible to teach ESOL
in such a way that students not only learn English but per-
haps gain in awareness as well. This project delineates an
approach to ESOL that combines the teaching and learning of
English with the facilitation of growth in self and cultural
awareness. In this preface, I have explained why, for me,
that combination is essential. 1In the chapters to come, I

will delineate my approach to that combination.

Summary

The approach to ESOL delineated in this project is one
which combines the teaching and learning of English with the
facilitation of growth in self and cultural awareness. Self
and cultural awareness I define as being knowledge of one's
self and one's molding; an ﬁnderstanding of who one is and
how one came to be who one is. fTo understand why'the pursuit
of self and cultural awareness should be combined with the
teaching and learning of English, we entered upon a global
analysis (since the ESOL classroom does not exist in a vacuum
but within the larger world): We.found that the role of
America in the world's current transformation is an enormous
one, but that the ultimate meaning and significance of this
role is ambiguous; and because ESOL seems to be inextricably
linked with America in much of the world's eyes, it too is
ambiguous as to its ultimate meaning and significance in the

world. From such a global view, each teacher of ESOL can
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only draw his own conclusions, based on his own philosophy

of teaching; my own conclusion is that I want to teach ESOL
in such a way as to not only teach students English, but to
as well enable students to become meore aware of the cultural
implications of ESOL -~ implications which ultimately involve
the gelf and cultural awareness of each of us. More per=-
sonally, I want to teach ESOL in a way that is unambiguously
positive in its implications (as much as such a thing is
possible) -- and, whereas ESOL in all its implications is not
unambiguously positive, growth in awareness is. Thus, I seek
to teach ESQL in such a way that the teaching and learning of

English is combined with the facilitation of growth in self

and cultural awareness.
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CHAPTER ONE

THE QUESTIONING PROCESS -- A MEANS OF FACILITATING
GROWTH IN SELF AND CULTURAL AWARENESS

This project delineates an approach to ESOL that com-
bines the teaching and learning of English with the facil-
itation of growth in self and cultural awareness. In this
initial chapter, we will deal with the latter half of that
combination. This chapter explains and outlines a process
-= the questioning procéss -— by which growth in self and
cultural awareness may be facilitated; in subsequent chap-
ters, we will explore how this method may be used in the
ES0OL classroom.

The chapter proceeds as follows: We initially define
the questioning process in three progressively-more~compre-—
hensive ways; in chapter's course, we discuss those defini-
tions in turn. The first such discussion deals with the
questioning process and its facilitation of growth in self
and cultural awareness. The second discussion deals with
the Socratic Method: What it is and how it has been adapted
to fit the questioning process. The third discussion delin-~
eates the practical‘procedure,of the questioning process,
through discussion and through two examples, and then exam-
ines the guestioning process as formulated to see how it

meets its goal of facilitating growth in self and cultural

awareness.
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Definition of the Questioning Process

Let us as the outset define the questioning process.
I set forth three definitions, progressively more specific:
1. The questioning process is a means through which
growth in self and cultural awareness may be
facilitated.
2. The questioning process is a means of pursuing
growth in self and cultural awareness through the
;; Socratic Method: the asking and answering in dia-
- logue of progressively-deeper, more probing,
= gquestions.

3. The questioning process is a process by which dif-

ferent items from contemporary media are examined,

to understand what they say, what they imply, and

what they mean for us who examine them. It.is a
process which utilizes items from contemporary
media as starting points and catalysts, from which
to arrive at a deeper self and cultural awareness
through question and answer in dialogue that is
progressively more personally-involving and self-
searching.

These definitions are difficult to fully understand in
the bare form in which they are presented above. Accordingly,
the remainder of this chapter will consist of an examination
'of each of these definitions in turn. Through such examina-

tion, we will come to understand exactly what the questioning
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Process is: its ultimate aims, and the nature of +the pro-

cedure through which it pursues those aims.

' The Questioning Process and Growth in Self and
Cultural Awareness

The questioning process is a means through which growth
in self and cultural awareness may be facilitated.

We defined self and cultural awareness in the preface
to this ptoject; but let us now briefly go over those defi-
nitions once more. Culture we defined as 'that which molds
individuals to think and act in accordance with their human
environment'; self we defined as 'the human individual
thinking and acting on the basis of his cultural molding';
awareness we defined as 'knowledge of one's self and of that
j self's cultural molding; understanding of who one is and how
Lo one came to be who one is'. 8elf and cultural awareness, as
we came to understand that concept in the preface, is an
ultimate good —-- it is that which enables“a person to see
beyond himself and his molding, to understand why he is the
way he is and others are as they are; it"is that which ena-
bles a person to see beyond the particulars of his circum-
- stances, to that common ground upon which we all stand as
EE human beings.

The questioning process will not enable one who uses it
}to attain complete self and cultural awareness. Such a state
P may not be attainable by human beings; we are, after all, the

molded selves and personalities that we are, and we can

.
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neither leave nor fully understand ourselves. We can, how-
ever, come to understand ourselves a bit better; we can grow
in self and cultural awareness, and such growth is what the
guestioning process attempts to facilitate.

Growth in awareness, if it is to occur, can only occur
through one's self: through one's own efforts and serendipity
of insight. The questioning process can serve to facilitate
that growth by providing a path of inquiry into one's self
and one's cultural molding; but the impetus, the movement
down that path, must ultimately come from within. If one
utilizes the guestioning process, goes down its path, growth
in self and cultural awareness may result.

Or it may not. Growth in awareness is intangible -- it
cannot be forced, nor guaranteed, nor measured, nor timed,
but only pursued, in good faith. The guestioning process has
shown itself, in my experience, to be a highly effective
means of pursuing, and perhaps attaining, growth in aware-
ness; were I not convinced of the enormous potential for the
questioning process in facilitating growth in awareness in

self and in classroom, I would not be writing this project.

The Questioning Process and Its Adaption of the
Socratic Method

The questioning process is a means of pursuing growth
in self and cultural awareness through the Socratic Method;

the asking and answering in dialogue of progressively deéper,

more probing questions.
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This definition specifies the basic method of the ques-
tioning process through which growth in self and cultural
oo awareness is to be pursued; dialectic, "finding out things
through question and answer"l. Dialectic is by no means a
new method of inquiry; rather, it has a time-honored place
in the history of Western thought -- its most famous expo-

nent was Socrates. Socrates, as presented in The Dialogues

of Plato, has been my lofty inspiration in attempting to for-
mulate the guestioning process; because the questioning proc-
ess is basically an adaption of the Socratic Method (as I

have been able to understand it), let us briefly look at the

man and his method:

Socrates did not claim to know anything,
but spoke of himself only as a seeker
after knowledge . . . He believed that
knowledge must proceed through doubting,
and he was forever posing questions and
testing the answers people gave him.?2

To every vague notion, easy generaliza-
tion, or secret prejudice, he pointed the
challenge, 'What is it?', and asked for
precise definitions . . . His mother was
a midwife: it was a standing joke with
him that he merely continued her trade,
but in the realm of ideas, helping

others to deliver themselves of their
conceptions. 3

o lBertrand Russell, The Wisdom of the West, p. 53
(Rathbone Books, London, 1959). '

2Thomas H. Greer, A Brief History of Western Man, p. 27
(Harcourt, Brace, Wall, 1968).

3Will Durant, The Life of Greece, p. 365-367 {(Simon

and Schuster, New York, 1939).




Socrates for me represents humanistic teaching --
teaching that involves not simply the transmission of a
specific skill or knowledge from teacher to student, but
which involves as well the full beings of teacher and stu-
dents, in their relation to the world and £o their fellow
human beings =-- at its very best; but, whereas Socrates'
method remains wholly appropriate for today's world, the
content of his teachings does not. The questions that Soc-
rates was concerned with were questions of the nature of:
"What is justice?', 'What is 'virtue'?', 'What is the best
way for men to live?'. While such questiohs in their basic
intent are obviously highly important questions for today's
world or for any human world, they must be approached 4if-
ferently in today's world -- for your 'best way to live' may
be different from my 'best way to live', may be different
from a black man's 'best way to live', or an Iranians 'best
way to live', or a Kalahari bushman's 'best way to live';
our conceptions of the best way to live are different due to
our different cultural moldings, and once we have attained
the awareness to leave our self-centered conceptions for a
moment, we realize that we may speak only for ourselves,
given who we are, and not for others, not for all people
(with the exception noted below). The Ancient Greeks had
ig little notion of the relativity of their views, but believed
£ ' that the questions they asked could lead to ultimate answers,

ultimate truths, truths true for all people by nature. In
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today's world, a world of intercultural awareness, and of
diminished confidence in our ability to know ultimate trﬁth,
such a belief is for many of us not possible to hold; ac~
cordingly, the goal of mind to be sought after in our con-
temporary world is not ultimate +truth: 'What is the best
way for men to live?', but rather the conditional and prag-
matic truth that is to be found in self and cultural aware-
ness: 'What do I believe about the best way for men to live?
What.do Others believe? Why do I believe as T believe? Why
do.others believe as they believe? Where, in all of our be-
liefs, can we find a common basis for understanding and for
living in peace with one another?'.

Underlying this contemporary restructuring of Socrate's
quest, there is, to be sure, a value being put forth that is
held to be of value for all people: the value of gelf and
cultural awareness. This value is not put forth aé being
ultimately true, necessarily, for human beings by nature:
rather, it is pragmatically true given this world we're in,
a world which increasingly acquires the capacity to destroy
itself -- the next world war will likely be man's last. The
only hope against such self-destruction, on a personal and
interpersonal scale, would seem to be growth in awarenesgs:
we must learn to understand one another, to accept one
ij another; in the words of the poet W. H. Auden, "we must love
y one another or die". Self and cultural awareness is thus a

value of ultimate importance in today's world, a value which
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transcends the relativity of the different values of each of
us in that it can enable the survival of all of us together,
whatever our different values.

The Socratic Method is thus to be used in the question-
ing process, not in pursuit of ultimate truth but in pursuit
of that one pragmatic ultimate value of today's world:
growth in self and cultural awareness. The Socratic Method
may be effective in leading to growth in awareness in this
way: through continual questioning, one is forced to exam-
ine, and reexamine, and reexamine . . . one's ideas and be-
liefs and values -- one's self -- until ultimatély one is

able to see beyond those ideas and beliefs and values, to

‘see how they are a product of a particular cultural molding,

Just as the ideas and beliefs and values of others are also
such_products « « . and possibly, ultimately, to see unbound
by any such cultural molding. That latter point is not, I
believe, attainable: but relentless questioning and answer-
ing and questioning can, I believe, take one a great distance
in the journey towards it.

Such is the goal of the Socratic Method as adapted to
the questioning process. But the Socratic Method, as I un-
derstand it, requires, as well as a gocal, a basis from which
to proceed -- one must have not only an end towards which
qﬁestioning ultimately approaches, but a starting point, as
'well, from which questioning begins. For Socrates, as de-

picted in The Dialogues of Plato, that initial basis was
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bften a definition of some lofty concept proferred by some
unwary expostulator. in response to Socrates' "innocent" re-
quest, whom Socrates would then barrage with questions ex-
posing the inadequacy of the definition . . . and eventually,
through dialectic, a better definition would be put forth,
closer to the truth it sought to arrive at. TFor the ques-
tioning prbcess as we have thus far defined it, an entirely
different basis is needed: The goal,-the ideal we seek to
grow towards, is self and cultural awareness =-- knowledge of
ourselves and our cultural molding; the starting point for
our inquiry should thus be some element of culture which has
molded us in common, and which we may thus explore in.common.
The most obvious such element -- because of its enormous im-
Pact upon our lives, and because of its tangibility as a
basis for inquiry -- is that of media.?

Media: We've seen, in this project's preface, how
America's media have spread throughout the world -- bringing

the entire world into people's environments, and thereby

*In fact, all kinds of things may serve as starting
points from which the questioning process may proceed -- an
individual might perhaps begin with a memory of significance
to him; a group might begin with a common experience (such
as, say, attending public school), or with a proposition of
any sort, to be examined.  The questioning process may begin
from a wide variety of different points, as determined by the
needs and the imaginations of those who undertake the ques-
tioning process. I have chosen media as the starting point
from which the questioning process of this project begins;
but that is only one -- though the most obvious and most
accessible -- of many potential starting points.
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expanding people's minds to incorporate the entire world into
their worldviews. But of course this process isn't simply
happening to others in the world; rather, it continues to
happen to each one of us on a daily basis as we read news-
papers, magazines, books, listen to the radio or the stereo,
watch television, go to the movies . . . Media serve as the
link and window from our personal lives to the larger society
and larger world of which we are a part; the effect of media
in shaping our selves and views of the world, though impos-
sible to fully gauge, can only be enormous.

Accordingly, it is items from contemporary media which
will serve as the starting points for the questioning process
as we have defined it. We will utilize media, shaping us in

common, as the basis from which, using the Socratic Method,

we will pursue growth in self and cultural awareness.

The Questioning Process in Praxis

The questioning process 1S a process by which different
items from contemporary media are examined, to understand
what they say, what they imply, and what they mean for us who
examine them. It is a process which utilizes items from con-
temporary media as starting points and catalysts, from which
to arrive at a deeper self and cultural awareness through

question and answer in dialogue that is progressively more

'personally involving and self-searching.
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The above statement is this chapter's final and most
comprehensive definition of the guestioning process; but of

course it leaves much unexplicated. In the pages that fol-

low, our efforts at explication will focus upon two essential
questions: (1) How, practically, does the questioning proc-
ess proceed?; and (2) How doeg it facilitate growth in self
and cultural awareness in those who undergo it? Most of the
remaining pages of this chapter will be devoted to the first
of these questions: We will examine through discussion,
through diagram, and through two examples, the structure
through which the questioning process proceeds from examina-
tion of media to examination of self. When that structure
has been made clear, we will step back to examine the second

of the above questions, using what we have learned from our

examination of the first.

The Procedure Described

The practical parameters for the questioning process'
use are very broad. The items from media to be examined may
be from all different kinds of media: newspaper and magazine
articles and advertisements, passages from books, from movies,
from radio and TV programming, pictures, photographs -- any
items from media that one comes across that grabs one's in-

i terest may be used in the gquestioning process. The dialectic

of the questioning process may take place with students in a

formal classroom setting, or it may take place with friends
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in a bar or restaurant or living room; in such groups, every-—
one may act as questioner, either informally or formally, or
cne person may act as the questioner and leader. The dialec-
tic of questioning may also take place within one's own mind
—- undergoing the guestioning process alone allows one to
follow one's own direction and pace of inguiry unimpeded;
undergoing the questioning process with others provides one
with the stimulation of many winds working together, gaining
insights from one another. The questions posed and consid-
ered in dialectic may unfold in a myriad of different ways,
depending upon the source and subject of the item being
examined, and upon the mind(s) of its questioner(s). While
most questions arising in dialectic's course will likely
prove to be resolvable through hard thought or discourse,
some may require additional information for their answer,
information obtained through books or libraries or people.

Thus, the guestioning process can be used in a variety
of different ways, to meet a variety of different situations
and needs. But at the heart of the questioning vprocess,
linking all the variations it may take in practice, is its
structure of inquiry: A structure leading, in three steps,
from media to self, which the progressive questions asked
within the questioning process always follow.

The first step in this structure consists of coming to
'an understanding of what the item to be examined explicitly

says. The second step consists of examining the context, the




52

assumptions, and the implications of the item initially in a
. specific way, then in a more and more general way: "What

does the item imply about this culture? about the world?

about human nature?". The final step consists of applying
these applications to the questioner: "What do you think,
believe, feel about these implications? How do they relate

to you, to your self and life?".

These steps form a movement from the item to the ques-
tioner, from the objective realm to the subjective_realm.
In the first step, the item is examined objectively: what
it 'says', in words or in images. In the second step, the
questioner probes beyond the item to what it implies, as he
can discern in accordance with his own experiences in life
and processes of mind; from his subjectivity, he tries tq
ascertain the objective implications of the item. 1In the
third step, the guestioner applies these implications to him-
self: What does all this subjectively mean? Visually, these

steps may be represented as follows:
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The movement of these steps from item to questioner may
occur through two different paths: the path of critical
analysis, or the path of imagination and empathy. For items
relatively impersonal in content, items that focus more on
issues or on things than on people, such as news reports or
advertisements, the path of critical analysis -- the use of
one's intellect, one's powers of reason, to analyze the item

and thereby come to understand its implications and its link

‘'with one's self -- is generally most effective. For jitems

personal in content, accounts about people or pictures of
people, the path of imagination and empathy -- the use of
one's imagination to visualize beyond the item to the lives
of the people it depicts, to imagine and empathize in a
broader and broader way until their lives and one's own life
are linked, and perhaps momentarily interchanged -- is gén—
erally most effective. Sometimes a single item may be used
with either path of questioning: A picture of a black man
being arrested may lead to an intellectual attempt to under-
stand black crime, or it may lead to an effort to enter into
the black man's mind, to think his thoughts, to momentarily
be him; an article about euthanasia may lead to an analysis
of the ethics of that practice, or to an imaginative projec-
tion into the mind of a person on whom the plug is about to
be pulled. Generally speaking, the two paths complement one
another -- they lead to different kinds of explorations of

item and implications and self, and thus to different kinds
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of insights, different kinds of insights that can shed light

upon one another.

In concise form, the path of critical analysis and the
path of imagination fit within the general structure of the
questioning process as follows:

1. What do you see? read? hear? Describe the item

and what_it says.
Also to be considered, when appropriate:
What is the item's context?
What is your immediate reaction to the item?

2. Beneath, beyond what the item directly says:

Think about the assumptions and implications of
the item -- What are they? What do they mean? --
in an immediate sense, and then in a larger and
larger sense. Analytically think them through in
as broad and as deep a way as possible. What do
you think about these implications?

and/or
Use your imagination to see what's happeniﬁg in the
item, and why it's happening. Through your imagi-
nation, make what you see real to you; dive in as
deeply as you can.

3. What about you? How does your own life fit in with
what you've seen, imagined, thought about the item
and its implications?

Given what you've seen, imagined, thought: What

should you do? How should you live your life?
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To give concreteness to the above synopsis, I've set
forth in the following pages two examples of how the ques-
tioning process might conceivably unfold from specific items
of media. The first of these examples serves to illustrate
the path of critical inquiry; the second serves to illustrate
the path of imagination and empathy; and they both serve to
illustrate how the questioning process proceeds from exami-
nation of media to examination of self -- in a way that, as

I will explain in the pages following these examples, may

facilitate growth in self and cultural awareness.
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EXAMPLE l: Cigarette Advertisement

1. What do you see? What do the ad's words say? What
does the ad's picture depict?

2. Beneath what the ad explicitly says, what subtle
messages does it convey?

-— The last two paragraphs of the ad's blurb: What
is that supposed to mean? What message does it
convey to those who read it?

—~— The picture's portrayal of a handsome man smoking
a clgarette and being held by a beautiful woman --
What does this imply? What effect is this meant
to have upon the ad's reader?

-~ The picture's setting, outdoors in a rustic
environment -- What does this convey to the ad's
reader?

Let's look at the larger picture:

-- If cigarette smoking is "dangerous to your health",
then why do these cigarette companies spend so much
money trying to persuade people to smoke cigarettes?
(this question may seem very naive; but, think about
it -- why?...) Are these companies consciously
trying to persuade people to endanger their health,
in order to make money? Or, is this too simple, too
black-and-white an explanation? But then, what is
the explanation?

-- If cigarette smoking is "dangerous to your health",
then why do people smoke cigarettes? Because they,
simply, enjoy it? Because it improves their self-
image, makes them feel more confident, or look more
confident in others' eyes? Because advertising per-
suades them to do so? What do you think are the

. main reasons why people smoke?

3. Do you smoke? Why?

It seems that most of us do things that aren't thought

g to be very good for us, in terms of our health, and per-
haps our lifespans. We eat too much, smoke too many
£ cigarettes, drink too much alcohol, take too many drugs

= +++. Why do we do these things?
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EXAMPLE 1 (Cont.)

—= 1f we do these things because we enjoy them -- then,

why should it be the case that so many things that
we enjoy doing are harmful to us in the long run?
Is this just coincidence? Or, is there somehow
some conjunction between the habits that are bad
for us and the habits we enjoy?

Or, do we do these things because we'wve decided,

in our minds, that it's better to have pleasure in
the present than health in the future? Or, is there
something else going on: we need to escape the
Pressures of the world and so we do things that are
bad for us . . . Do we do these things because we're
somehow neurotic, in the sense of not pbeing at peace
with ourselves and the world? Or, is this over-
stating the case?

Or, do we do these things because we've been con~
ditioned to do them, by advertising, television .
. and we wouldn't do them if we weren't at a tender
age influenced, persuaded, conditioned to do so?

Or, what? - Why do we do these things that aren't
good for us?
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EXAMPLE 2: Newspaper Article: Subway Attack

What do you read here? What is this article about?
Go over its story --

Let's focus on the person who committed the crime --

Why did the black youth shove Renee Katz into the path
of the subway? .

—-— What could his reasons have been? (Did he have
any?)

—-- What might have gone through his mind, in the
moment just before he pushed her? in the moments
just after he pushed her?

Shut your eyes. Picture the youth in your
mind. Picture his face. His eyes. Stare
into them. Enter them . .

« « .« it's three days after the accident. You

are thinking about what you did -- your thoughts
are a swirl of confusion . . . You remember back
to the incident: vyou walk down the subway steps,

see this girl, push her . . . run away . . .
remember your thoughts at each moment of the
accident -- you go back over your thoughts,

again and again, until you remember everything,

exactly —-

What were your thoughts then?

And what are they now? How do
you feel about what happened now?

Given what you now know -- why did the black youth shove
Renee Katz into the path of the train? (Do vou now know
more than you did previously?)

-- Is the youth completely different from you? Or, is

he like you at root, different from you only because
of his experiences in life? . . . Could you have
done what he did? If your experiences in life, the
experiences shaping your character had been differ-
ent -~ could you have done what he did? If you had
been born in his shoes, subject to all the exact
influences that shaped him -- would you have done
what he did?

-— What is it that makes you different from him?

Ty
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EXAMPLE 2 (Cont.)

(Why are you the person that you are?)

Given what you know, what do you think should be
done with the youth, if he's caught? Should he bhe
put in a mental institution? But, is he insane,
do you think? If he is, would an overcrowded state
mental hospital do him any good? Or, is that not
the point -- the point being simply to keep him
locked up, away from society? Should he thus go
to prison? But then, perhaps he'll get released
after a few years, to go out and commit such a
terrible crime again. So, should he get the death
Penalty? But, he's a person, like vou and T . . .
What should his fate be? What if you had to make
a choice? What would you decide?
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How this Procedure Facilitates Growth in Self

and Cultural Awareness

Given what we now understand of the questioning process'

structure in proceeding from examination of media o examina-

tion of self, what can we now 58y, once again, about the

questioning process as a means of facilitating growth in self

and cultural awareness? Growth in gself and cultural aware-

ness is, as we've seen, the goal and ideal of the questioning

process, the purpose for which it exists. Media
starting point; the Socratic Method provides the
media and method mean nothing without their end,
awareness. How does the questioning process, as

fined it, facilitate growth in self and cultural

provide the
path -- but
which is

we have de-

awareness?

The questioning process uses the examination through

questioning of items from media as a means of entering into

larger questionings: examinations of the ideas,

beliefs,

values, assumptions held in our society and in our world; it

then asks we who examine to look at these ideas,

beliefs,

values, assumptions, in light of ourselves, and thereby

examine our own ideas, beliefs, values assumptions -- our-

selves and our cultural molding. Through such progressive

examination, and through the depths of insight into self and

Oothers to which it may lead, growth in self and cultural

awareness may perhaps take place -- we may each come to better

understand the nature of our particular molding and worldview,
|

and may thus learn to see beyond it.
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Diagrammatically, this process may be represented as

follows:

(ssauasomp ul ysmoub )

Q

v

The questioning process proceeds, through dialogue in question

and answer, from item, to implications, to self. If such self-
examination goes deep enough -- unlocks the right doors inside
the mind -- growth in awareness may result.

The foregoing analysis is abstract; for a more concrete
idea as to how the questioning process may facilitate growth

in self and cultural awareness, let us return to our two ex~

amples. 1In the first example, the cigarette ad's examination

ultimately leads to that very basic question: 'Why do we do

things that aren't good for us?'. If an individual -- one

who, like most of us, has his share of subtly or not-so-subtly

'self-destructive habits -~ were to take this question and pur-

sue it to his depths with honesty and commitment, he might
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perhaps come to see why he lives the way he lives in a new
light, with a new awareness, for this is a question which is
almost never directly asked and pursued in our culture, but
which yet touches upon an essential part of ourselves and our
molding; the questioning process facilitates its asking and
the new awareness that its answer may bring. In our second
example, the subway attack article ultimately leads to the
question: 'How are you and I different from the perpetrator
of that attack? If we had been brought up in his shoes,
might we have committed that crime ourselves?'. Here too,
if an individual were to take this question and pursue it to
his depths, he.might come to see who and why he is -~ the
basis of his identity -- in a new way, with a new awareness
-— for questions such as this are not asked on our normal
day-to-day mode of thinking and being, and vet this question
probes at the very basis of who we are.

For many of those who undergo the gquestioning process,
questions such as these may well not lead to significant new
insights, to growth.in awareness —-— for our minds are well-
armored with defenses against openness, vulnerability, change,
growth, and the asking of apt questions and the search within
one's self for their answer is often not sufficient to shatter
those defenses (which are so deeply engrained in our minds
that we're not even aware of most of them). But sometimes
these defenses do get shattered by a probing question and the
search within for its answer ~-- sometimes we can think and

see and grow beyond our shaped selves. Those times are the




65

times when the questioning process has fulfilled its purpose;
and they happen frequently enough, in my experience, to make

the questioning process well worth pursuing.

Summary

The questioning process is a means of facilitating growth
in self and cultural awareness. The method through which such
growth is to be pursued is the Socratic Method: pProgressive
question-and-answer in dialogue. The starting peint for the.
questioning process is any item from media, chosen for itse
interest; such an item is examined first for what it directly
says, then for what it implies in a larger and larger sense
about our society and our world. These implications are then
examined for what they mean for we who examine them; if thisg
examination -- examination of self, and its thought, beliefs,
values, assumptions -- is carried deep enough, growth in self
and cultural awareness may perhaps result.

The questioning process is highly flexible, in that there
jf is a multitude of ways in which it could conceivably be

. adapted to meet the situations and the needs of those who

b undertake it. But its essence is this: fThe examination of
some item through question and answer in dialogue, to ulti-
mately come to understand what it means for one's self and

in one's self -- an examination that can bring growth in

awareness.,
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CHAPTER TWO

THE ADAPTION OF THE QUESTIONING PROCESS TO
THE TEACHING AND LEARNING OF ESOL

The preceding chapter delineated the questioning process
as a means of facilitating growth in self and cﬁltural aware-
ness. This chapter delineates how the questioning process
is to be applied to ESOL, in such a way as to combine the
facilitation of growth in self and cultural awareness with
the teaching and learning of English.

The first half of the chapter outlines the basic changes
to be made in the structure and procedure of the questioning
process in order to apply it to the ESOL classroom, changes
occurring in three broad areas: the steps of gquestioning
dialogue and discussion, and the selection of materials. The
chapter then turns from the structure of the guestioning
process in ESOL to its goals; following the delineation of
these goals, we will discuss their significance, their rela-
tion to one another, and their attainment and how progress

towards their attainment may be ascertained in the classroom.

The Structure of the Questioning Process in ESOL

The Steps of Questioning-

The questioning process, as delineated in the preceding

chapter, followed these steps: (1) examination of an item
‘from media, through question and answer in dialogue, for what

it says; (2) examination of the item for what it implies, in
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a larger and larger sense; and (3) examination of these im-
plications for what they mean for +the questioner. While this
basic structure remains in the questioning process as applied
to the ESOL classroom, there are two new factors which must
be considered in that application: (a) students engaged in
questioning will be using a language which is foreign to
them, and which they are in class to learn -- thus the ques-
tioning process must be combined with language instruction;
and (b) students engaged in guestioning will be of a differ-
ent culturél background than the items from media which they
question (the items to be examined will be from American
media, as will be explained), and so the procedure of gues-
tioning must be reformulated to accommodate this crossing of
cultural boundaries.

These two factors will be dealt with as follows:
(a) students' diécussion in the course of questioning will
be monitored by the instructor for language usage and mis-
usage; when the guestioning process has been completed, the
instructor will teach the linguistic points that students
need to know, baséd on what he has heard; and (b) students'
examination of the implications of the item they question
will consist of first an examination of the item for what it
implies about American culture, then an examination of these
implications for their link with students' own culture(s},

and, finally, an examination of these implications for their

link with students' selves. Accordingly, the steps of the
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questioning process will be restructured as follows: (1) an
examination of an item from American media, through guestion
and answer in dialogue, for what it says; (2) examination of
the item for what it implies about American culture; (3) ex-
amination of these implications for the light they shed on
students' own culture(s); (4) examination of these implica-
tions for what they mean for students' (and for instructor's)
selves; and (5) English instruction, based on language usage
in steps (1) through (4).

Diagrammatically, these new steps are represented on the
following page. It will be useful to compare this diagram
with the diagram on page 52, to see in a visual way how the
structure of the questioning process has been altered to fit

its new role in the teaching and learning of ESOL.

Dialogue and Discussgion

The key element of the questioning process as applied
to ESOL is discussion and the dual function that it plays.
In the questioning process as explicated in the last chapter,
question and answer in dialogue is the means by which the
questioning process proceeds from examinatioﬂ‘bf an item from
media, to its implications, tq ourselves, and ultimately, per-
haps, to growth in awareness; discussion thus serves as the
medium through which such growth may be facilitated,.

In the questioning process as applied to ESOL, it be-
comes, in addition to this, the means by which students learn

to better express themselves in English, and by which the
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The Steps of the Questioning Process in ESOL
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instructor continually checks student progress, and finds out
what students need to learn. Discussion's dual function for
students is thus this: Students simultaneously explore new
ideas and insights as deeply as they can, and, as well, ex-
press themselves in a new language as precisely and as gram-
matically as they can. The instructor's role in this process
is dual as well: The instructor simultaneously acts as lis-
tener/participant/facilitator in discussion, following closely
the course of what is said, and, as well, as monitor of how
things are said, listening to the way the language is used,

and transcribing or taping errors for use in subsequent

instruction.

Materials

Materials, as weil as discussion, take on a new signifi-
cance in the questioning process as applied to ESOL. In the
preceding chapter, the question of the selection of items
from media for use in the questioning process was not con-
sidered, aside from the criteria that the item to be gues-
tioned should be interesting to those who question it. 1In
the context of the ESOL classroom, further criterion for ma-
terials selection become essential. There are two specific
criteria which must be met in materials selection for the
questioning process in the ESOL classroom: (a) material must
be relevant to students ~- their needs, their interests, and
their motivation for learning English; and (b) material ﬁust

be in accordance with students'’ proficiency in English -~ it
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can't be too difficult for them to make sense of, but yet
should be sufficiently challenging to enable them to learn
something new abhout the language they're learning. The first
of these criteria is met by gathering and using a wide range
of materials from American media, materials that provide
students with an engaging and provocative window into that
culture. The second of these criteria is met by using, with
low-proficiency ESOIL classes undergoing the guestioning proc-
ess, items from American media of a pictorial néture, such as
photographs, paintings, graphics, advertisements, comic
strips, and by using items in print or on tape as the basis
for questioning only as classes.progressively gain the ability

to understand them.

The Goals of the Questioning Process in ESOL

The preceding pages have described in a nutshell the
changes to be made in the structure of the gquestioning proc-
ess in order to apply it to ESOL instruction. Let us now

turn from an examination of structure to an examination of

goals ——- the goals of the questioning process in the ESOL
clagsroom:

1. To enable studenté to effectively learn English.

2. To enable students to come to a deeper understanding

of American culture, and of the cultural implica-
tions of English/American English.
3. To facilitate in students (and in instructor) growth

in self and cultural awareness.
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Significance

The attainment of the first of the above goals is para-
mount if the questioning process is to serve as an approach
to ESOL -~ the learning of English is, after all, the raison
d'etre for any ESOL class, and any approach used in the ESOL
classroom, whatever that approach's other goals and functions,

must effectively teach the English language. The second goal

above is perhaps not so immediately clear in its significance:

It is based on the arguments presented in this project's
preface -- that America's enormous influence in.shaping the
contemporary world is an influence which is ambiguous in its
meaning and its significance, and that the spread of Engliéh,
America's language, across the world, does not escape such
ambiguity of meaning and significance; thus ESOL should be
taught in such a way as to méke students aware of the cul-
tural (and political and economic) implications of America's
language and, as well, of the nature of America's culture.
The questioning process, in its ESOJL context, gseeks to do
this. The third goal above is, of course, the goal of the
questioning process of the last chapter; it is a goal no less
essential to the gquestioning process in ESOL than to the
questioning process as initially formulated. But in the
context of the ESOL classroom, it takes on added significance
and complexity -- for teacher and students, thus, in most
cases, questioner and questioned, are of different cultural

background; the pursuit of self and cultural awareness may
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thus lead to very different kinds of insights in teacher and
students. This difference in cultural background in those
who together pursue awareness can, in the right classroom
environment, lead teacher and students to gain enormously
from one another, to grow in awareness in a way that would
not have been possible in a context other than the ESOL

classroom, with its rich cultural mixture.

Interrelationship

The three goals of the questioning process are not simply
in arbitrary juxtaposition with one another; rather, they are
all essentially interrelated. The first and second goals are
linked, in that language is inseparable from the culture of
its origin, and must be taught in conjunction with that cul-
ture; this is all the more true when the language is English,
the culture Anglo-American, language and culture disseminated
throughout the world, influencing so many of its people. The
second and third goals are linked in that, as we've seen in
the preface, the world grows ever-more-linked: Due largely
to the impact of America's moneyrand media upon the world,
the cultural molding of each of us grows ever-more-shared,
ever-more-common; self and cultural awareness -~- understanding
of one's self and one's cultural molding -- and understanding
of American culture are, in today's world, understandings
which for many of the world's people (especially, one might
conjecture, those who are learning ESOL) are not entirely

distinct, not wholly apart from one another.
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While the above linkages are important, it is the linkage
between the first and third of the questioning process' goals
which is most essential to the gquestioning process. 'The
questioning process ié an approach to ESOL that combines the
teaching and learning of English with growth in self and cul-
tural awareness' -- this combination is one whose elements
mutually enhance one another: The pursuit of awareness aids
the learning of ESOL, the learning of ESOL furthers the pur-
suit of awareness. Let us examine how this takes place.

Language, in a common sense way, may be viewed at two
different levels: As a set of words and rules for pronouncing
these words, and combining them into grammatical sentences;
and as a means of communicating one's observations, ideas,
opinions, values, beliefs, and feelings, to others. These
two levels of language are obviously in continual interaction
with one another, .all the more so in the language ciassroom,
and in the language-learning of the students within —- the
student won't be able to communicate in a foreign language
without at least some knowledge of that language, and, con-
versely, the student won't be motivated to learn the language
unless he has something to say, some reason for speaking, for
communicating in the language.

The questioniné Process in ESOL, with its simultaneous
emphasis on the pursuit of self and cultural awareness and
the learning of English, addresses both these interlocking

essentials of language learning -- knowledge of how to speak,
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énd motivation to speak -- in such a way that they continually
enhance and grow from one another: The student, in the course
of questioning,comes upon a reaily important thought that he
wants to express, and struggles to say it as best he knows
how; he subsequently leaxns, through linguistic instruction,
how better to say what he wanted to say, and is thus (slightly)
better equipped linguistically for the next session of quesg-
tioning -- and (slightly) more confident of his abilities to
express himself, more able to express himself . . . and, on

to the next round of questioning and of language instruction,
and s0 on. In this way, motivation to speak and ability in
the language spoken work together .in tandem in the process of
questioning, leading, eventually, to both greater awareness
and greater language proficiency.

But the interaction in the questioning process between
students'® knowledge of the language and their desire to speak
goes deeper than the above: As anyone who has observed a
lively discussion in an ESOL class knows, students’ fluency
(though not necessarily the grammatical coirectness of their
speech) dramatically improves when they are deeply engaged
in what they are saying, and have forgotten, momentarily,
their hesitancy and their self-consciousness; beyond this,
students' fluency may well dramatically increase over a longer
time frame, when they are continually being challenged in
‘discussion after discussion to speak their minds on matters

important to them. Obversely, it would seem that, while the
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new language obviously makes it much more difficult for stu-
dents to fully express themselves than would their native
tongue, it may alsoc serve as a source of freedom: In one's
native tongue, it is all too easy to fall back on cliches and
complacencies of speech and thus of mind —- but in a new
tongue, the comfortable basis for such complacencies has been
removed (especially if the student consciously and conscien-
tiously attempts to think in the new language), and, thus, in
a very real way, the student must examine self and cultural
molding in a new light. Thus: The guestioning process bene-
fits the learning of English by providing students with a
deep motivation for them to express themselves; and, in turn,
the learning of English benefits the questioning process by
forcing students to leave behind old habits of thought and

speech. (This eguation is a little too neat, since obviously

-every student, every class, every teacher is different.)

Ascertainment of Progress towards Goals Attainment

In the preceding few pages, I have discussed, in a theo-
retical way, the significance and interrelationship of the
questioning process' goals. Let us now -- in anticipation
0f the chapter shortly to come -- briefly discuss their prac-

tical pursuit, and how progress in that pursuit may be

ascertained,
With the first of the questioning process' goals -- that
of effectively learning English -- there should be no diffi-

culty in such ascertainment, since the instructor is
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constantly monitoring discussion, and thus can see éxactly
how students are improving and how they're not, on a day-to-
day, week-~to-week, month-to-month basis. With the second of
these goals -- that of coming to a deeper understanding of
American culture -- ascertainment of progress is more prob-
lematic; but the nature of students' comments in the dis-
cussion of steps one and two of the guestioning process,

when compared on a week-to-week, month-to-month basis, should
provide a fairly accurate indication of how students' under-
standing of American culture is increasing. As for the third
goal -- growth in self and cultural awareness -- we've dis-
cussed in the preceding chapter just how problematic this
goal is: Even within one's self, real growth in awareness
can be difficult to recognize -- how much more so it can only
be for others to recognize! rBut even here there are indirect
but probably accurate indicators of such growth. One such
indicator is simply the nature of students® discussion in
steps two, three, and especially four, week after week,

month after month -- What are students saying? How are they
saying it? Do they seem to be parroting or probing? Do they
seem to be listening to one another? Do they sQem to be
growing in articulateness? In the depth, breadth, honesty,
seriousness of what they say? 1In their respect for the ideas
and opinions of others? In their openness to new.ideas? In

'their initiative to probe and search?
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Another indicator, certainly the best if given with

total honesty, is students' feedback on the questioning

-process, and on their own growth in insight and in awareness

through the questioning process. If students feel that the
questioning process is valuable for them in terms of their
growth in awareness, then it probably is ;— and if they feel
it's not, then it's probably not (and should thus be altered
to better meet the needs of the class, or perhaps discon-
tinued in favor of some other approach t6 ESOL instruction).
In the lafgest sense, of course, the goal of growth in
self and cultural awareness is a goal which extends far be-
yvond the classroom; it ultimately refers to the way in which
people see the world and live in the world. The attainment
of this goal is ultimately one which takes place in a person
over the course of a lifetime, not simply in a few weeks or
months of English class. The questioning process in the
ESOL classroom, in both its process and its resulting in-
sights, can provide no more than a few further increments of
growth in awareness -- at beét, it will reveal a few glimpses
of insight and a rough path by which to come upon more such
glimpses as one proceeds. If the questioning process in the
ESOL classroom can bring about such small revelation in
those who undergo it, then its goal of facilitating growth

in self and cultural awareness has been met.
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Summary

The questioning process is adapted to the ESOIL class-
room through two changes in its structure: (a) the dialogue
and discussion of students undergoing the guestioning proc-
ess is monitored by the instructor for English usage, on the
basis of which students are subsequently instructed in
English; and (b) the steps of the questioning process are
expanded to accommodate the crossing of cultural boundaries
-— students examine items from American media and their im-
plications for America, and then examine these implications
in light of their own culture and themselves. The materials
examined in the questioning process and the dialogue of the
questioning process take on a dual significance in.the ques-
tioning process as applied to ESOL: They serve not only as
a starting point and method by which the questioning p;ocess
leads to growth in awareness -- they also serve as the means
by which English is to be taught. The goals of the ques-
tioning process as applied to ESOL are: (1) the learning of
English; (2) a deeper understanding of American culture and
of the cultural implications; and (3) growth in self and
cultural awareness. These goals are all in essential inter-
relation with one ancother, but the first and third of these
goals are especially so -- the learning of English is en-
hanced by the fact that students are engaged in a pursuit of

deep meaning to themgelves; the pursuit of awareness is en-

hanced in that it is conducted in a language free of the
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preconceptions inevitably inherent in students' native lan-
guages. Progress towards the questioning process' goals may
be ascertained, at least indirectly, by what happens in class

bn a day-to-day, week-to-week, month-to-month basis; and, of

course, continual student feedback is essential.

SO S
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CHAPTER THREE

THE QUESTIONING PROCESS IN THE ESOL CLASSROOM --
PROCEDURES AND TECHNIQUES

In the preceding chapter, we saw in a theoretical way
how the questioning process is to be adapted to the teaching
and.learning of ESOL} in this chapter, we turn from theory
to praxis -- how does the questioning process actually pro-

- ceed in the ESOL classroom? Our explication of this pro-

cedure will take three forms: a comprehensive statement of

the steps and goals of the questioning process; an example

of the questioning process as it might proceed in an ESOL

classroom, specifically embodying these steps and the pur-

Lo suit of these goals; and a step-by-step discussion of prac-
tical techniques and suggestions for use with the questioning
process in the ESOL classroom.

Steps and Goals of the Questlonlng Process in ESOL:
A Comprehensive Statement

The steps and goals of the questioning process in ESOL
should be clear, in a large sense, from last chapter's dis-

cussion; let us now set forth these steps and goals in a

comprehensive and specific way:
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A Classroom Example

The foregoing is, in a nutshell, the questioning process

as applied to ESOL; let us now examine how that process

might proceed with a specific item from American media as
used with a hypothetical ESOL class. While the forthcoming
example does not follow the preceding guidelines to the
letter -- as few specific questionings will, due to the flex-
ibility of the questioning procéss, the wide variety of 4if-
ferent forms that guestioning may take with different items
and different classes -- it follows these guidelines in their
basis: That movement from item's explication to considera-
tion of American culture, to consideration of students' cul-
ture(s), to examination of self, to English instruction,
which is the essence of the questioning process in ESOL.

The following picture appeared in Psychology Today.

The questioning process outlined below is that which might
occur using this picture with a class of low- to middle-
proficiency in ESOL -- a class of, say, ten to fifteen

students able to hold basic conversation in English, but not

much more than that.
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Frontiersman Watching Modern City

The instructor asks the class: "What do you see?
Describe this scene . . .*

When the class has described all it can, the instructor
teaches vocabulary:

skyscraper, harbor, frontier, frontiersman,
coonskin cap, flintlock rifle, Bowie knife,
watch, peer, stare . .

and reviews these words by silently pointing to various
parts of the picture and having students name what they
see.

"How did this scene happen? What's going on here?

Flrst, there are several minutes of general speculation
in class as to what might have happened to lead up to
the picture. When speculatlon reaches a pause, the
instructor asks the class to divide up into several
groups of three, four or five people, to imagine the
story behind the picture. After five minutes, each
group in turn tells its story to the rest of the class.

Each story will be taped; when all stories have been
told, the tape will be played back for language correc-
tion .and instruction (where feasible -- complex points,
points the instructor can't do justice to on such short
notice, may be deferred until the following class.

"This picture was an illustration for an article in a
popular American magazine -~ What do you think the
article might have been about? What was it saying?"

General speculation, in which the instructor partici-
pates. Then the instructor asks:

"From what you know of America and history and
change -- How do you think America has changed in
the past two hundred years, in terms of the way
its people think and live their lives?"

This question -- repeated, paraphrased, until everyone
in class completely understands -- is then dealt with
in general class discussion (discussion in small groups
would also be a possibility, especially in a larger




88

Frontiersman (cont.)

class), with a student volunteer or the instructor
writing down ideas on blackboard or brown paper as they
emerge in discussion. When discussion reaches a pause:

"Which of these changes are good, do you think?
Which do you think are bad?" Discussion of each
item listed in turn. Then: "Overall, are these
changes more good than bad? More bad than good?
Or is it impossible to say? Why?". Discussion
for as long as it lasts.

Throughout this step, the instructor is monitoring lan-
guage usage, duickly jotting down the errors he hears

in the course of discussion. When this step's dis-
cussion is complete, the instructor writes various
faulty sentences he has heard on the board, for students
to correct as they can; the instructor then briefly ex-
plains each point in turn, and proceeds.

"What about your culture? How has your culture changed
over the past two hundred years, in terms of the lives
and minds of its people?" After preliminary discussion,
the class goes over the list of changes made for Ameri-
can culture in the previous step, to discuss which of
these changes are applicable to their own culture(s) and

which are not; and the class lists all further changes
arrived at in discussion.

"What do you think about these changes? Which are good
for your culture? Which are bad? Taken as a whole,

are they good or bad? Or, is it impossible to say?
Why?"

Discussion for as long as it lasts; if students in the
class come from different cultures, then they each can
speak in turn about their own culture and their view of
its changes. Following discussion, the instructor, as

in step two, briefly presents and explains linguistic
errors; then:

“What about the world as a whole? How has the world
changed in the past two hundred years, in terms of the
way the mass of its people think and live? . . . Are

these changes, in the largest sense, good or bad? What
do you think?®
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Frontiersman {(cont.)

The instructor now asks the class as a whole to come up
with a brief but comprehensive answer to this question,
through discussion (in English), with one student
writing down what the class decides; the instructor
then falls silent for ten minutes, and just listens —-
or perhaps he leaves the room, to let the class arrive
at its answer strictly on its own. When the class has
formulated its statement, it is recorded and then
played back for language instruction.

"You fall asleep in your English class and awaken two

hundred years from now on this day. What happens to
you?"

The class divides into small groups, each group telling
or acting its story, after five minutes of planning, to
the class as a wheole. The stories may be taped, or
monitored by the instructor, noting language errors on
paper. Following brief language instruction based on
the errors thus noted:

"What's the world going to be like in two hundred years?"

Discussion for as ‘long as it lasts.

5. Language instruction: A review of all the linguistic
points covered in steps one through four, and instruc-
tion in all language errors not yet covered. The
vocabulary of step one is reviewed; the recordings of
steps two, three, and four are replayed once more, with
students, as much as possible, doing all the correcting;
and the errors which the instructor has noted and tran-
scribed in the course of discussion are written on the
blackboard for students to correct as they are able, and
for the instructor to correct and explain when students
cannot. The more complex linguistic points that emerge
will be presented as a formal grammar lesson, as the
first activity of the following class.

T e e . e . — —————-—y— . 114

This questioning process as described would in all likelihood
' take several class sessions to be completed. If time is
restricted -- if, say, the questioning process must be com-
pleted in a single class session, it would be possible to set
limits on the length of discussion, or to delete one or more
of the discussion or storytellings.
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The foregoing example addresses all three of the gues-
tioning process's goals. The first goal, that of learning
English, is addressed specifically by steps one and five, but
also by steps two, three, and foﬁr, which provide the content
for step five's English instruction (instruction which is in
part interspersed throughout the discussion of steps two,
three, and four) ~- these steps reveal to the instructor what
students linguistically need to learn, and subsequently do
learn. The second goal, that of attaining a deeper under-
standing of American culture, is specifically addressed by
step two, in which students first imaginatively project them-
selves as strangers in time coming upon contemporary America,
then intellectually analyze, with the instructor's cultural
feedback, how America has changed in its history; these two
activities, in their different ways, require students to
look beyond the normal frame of reference with which they
view America, to see America over a much longer span of time
-- they may thus serve to increase students’ understanding
of why contemporary America is as it is. The third goal,
that of facilitating growth in self and cultural awareness,
is particularly addressed by steps three and four, in which
students are first asked to iﬁtellectually examine the changes
that have occurred in their culture and in the world as a
whole over the past two hundred years, then to imaginatively

project themselves two hundred years into the future --

students must thus examine their culture and their world and
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themselves over a long time span, a frame of reference which
might perhaps give them a bit more perspective, and thus a
bit more awareness, as to the nature of self and cultural
molding of the present. Aside from the new insights into
self and culture which may thereby be gained, students are
exposed to the methods by which such insights may be attained,
methods which they may perhaps utilize in their own further

pursuit of awareness.

Classroom Procedures, Techniques, Suggestions

The preceding example shows how the questioning process
might proceed using a specific item from media with a spe-
cific ESOL class. Let us now take a step back from such
specifics, to examine in a broader way the different tech-
nigques and activities which might be utilized with the ques-
tioning process as it proceeds in the ESOL classroom -- and,
as well, some of the practical concerns of the questioning
process which the instructor should bear in mind. OQur exam-
ination will proceed step by step, in accordance with the
steps we've outlined: (a) We will consider step oneis tech-
niques, aimed at the explication to a class of items in print
or picture or on tape; (b) We will examine techniques and
suggestions for steps two, thiee, and four: the questioning
process' two paths of inquiry and their use in the ESOL
classroom; the instrﬁctor's roles in directing the question-
ing process' inquiry and discussion in the ESOL classroom;

the facilitation of discussion with low-proficiency ESOL

A AR A AL 520 vs,
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classes; and the place of English instruction in students’
discussion: {¢) We will look at step five, and techniques
for use in that step's English instruction; (d) We will con-

sider the time span of the guestioning process as conducted

in the ESOQL classroom.

Step One

The first step of the questioning process involves the
examination of an item from American media for what it ex-
plicitly says or depicts. This step is primarily a linguistic
step —-- one of decoding the item's meaning in English (which
may also require knowledge of American culture}, and thus of
instruction in the English language. With items of a pic-
torial nature, this examination can be short aﬁd simple --
the instructor asks 'What do you see?'; students reply by
naming all the items in the picture and describing all the
actions taking place; and the instructor then completes the
picture's description, teaching students the vocabulary they
do not yet know —-- but it may also involve a variety of dif-
ferent language-learning activities. Pictures may be used
to teach the gamut of different grammatical structﬁres; they
may also be used to generate all sorts of different language
usage —-- gquestion and answer exercises, role-plays, student-
created dialogues -- which may be monitbred by the teacher
for language instruction. While it is obviously beyond the

scope of this project to explicate the many uses of pictures

in teaching ESOL, such uses have their place in the
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questioning process, and the instructor utilizing the ques-
tioning process with low-proficiency ESOL classes should bear
this in mind.

With items in print or on tape, explicétion of what the
item says may involve a wide variety of different techniques.
With items in print, such as magazine or newspaper articles,
potentially troublesome vocabuiary_may be covered in the pre-
vious class; students then would take the article {in xerox
or mimeograph} home with them to read, and return to class
prepared to answer the instructor's or fellow students' com-
prehension questions about the article's meaning, or to para-
phrase the article or portions of the article in their own
words. This latter technique works well in thé context of a
'news broadcast' -- each student paraphrases for the cassette
recorded a paragraph of an article; the class's rephrased ar-
ticle is then played back for language instruction and for
general comprehension of what the article is about. It also
works well for first person accounts -- each student para-
phrases a paragraph, but using the first-person voice; the
class thus tells the story into the tape recorded in such a
way that they 'become' the person of the account, which is
then played back for language instruction.

With items on tape, from radio or TV, students may be
told, before listening, what it is that they will hear —-
the instructor may briefly go over subject matter and vocab-

ulary, or may hand out a written transcript of the item's
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contents; or, the item may be played with no prior introduc-
tion, played over and over again, with the instructor keeping
silent, until students have understood as much as they pos-
sibly can of the item ~- whereupon the instructor explains
the rest. The first of these strategies -- that of prior
introduction -- is preferable with classes of not especially
high proficiency, for American radio and TV can be extremely
difficult for non-native speakers to understand, and items
from these sources played without initial help in their com-
prehension can greatly shake the confidence of ESOL classes
that had thought themselves proficient. The second of these
strategies is best for a highly-proficient class: For a
class that needs a challenge, the effort to decide an item
from American radio or TV without the instructor's help can
provide such a challenge.

There are undoubtedly many more techniques which could
be used in the explication of the items to be examined in the
questioning process; in the foregoing, we've only discussed
a few of these techniques. The important point to be remem-—
bered is that there are two functions of this first step of
the questioning process as applied to ES0L: (1) to further
students' knowledge of English through the explication of the
item to be examined in questioning; and (2) to make certain
that students completely understand what the item says or

 depicts —— for without that understanding, questioning cannot

Properly proceed. The different techniques used in the first
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step should meet at least one.or, better, both of thesge

functions.

Steps Two, Three, Four

The second, third, and fourth steps of the questioning
process are steps involving class discussion, taking place
within a structure of guestion and response in dialogue.
While English instruction must be kept in mind by the in-
structor during these steps -- he either tapes discussion
(generally with low-proficiency classes, where there is not
a great amount of discussion) or.trénscribes the faulty
English usage he hears (with higher-proficiency classes) for
use in the linguistic instruction of step five -- the primary
concern of students in these steps is one of exploration, in
pursuit of deeper understanding: of American cultufe (step
two)}, of their own culture (step three), and of themselves
(step four). It is in these steps that growth in éelf and

cultural awareness is pursued, and perhaps attained.

(1) The Two Paths of Inquiry

In the first chapter we discussed the two paths of
inquiry which the questioning process may follow in the pur-
suit of awareness —- the path of critical inguiry, and the
path of imagination and empathy. These two paths both have
their place in the middle steps of the guestioning process

as applied to ESOL. Most generally -- because of its wider

applicability to the full range of different items examined
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-- it is the former path which is followed: .'"What does this
mean? Why do you think that? . . . What does this imply
e about American culture? Why do you think that? . . . What

does this mean for vour culture? Why do you think that? .
What does this mean for you? . . .', with the instructor
facilitating discussion through his asking of questions, and

students answering for themselves and among themselves,

- whether in a spirit of sharing mutual insights or in a spirit

Z of debate and argument -~- both can have their value in lead-

ing to deeper understanding. Alternatively, however, these

steps may proceed by means of the instructor's facilitation

of students' imagings: 'Tell me a story about this situation
. «. . Imagine yourself in this person's mind: What are you
thinking? . . . What would you do if you were in this situa-
tion? . . .' The path of imaginatibn lends itself to items

about people, especially items of highly-charged emotional

content {an account of a murder, or a story about how a man

lost his job or found a million dollars), items for which
;; analytic reasoning is less appropriate in our efforts at
insight than are our powers of empathy and imagination; in
addition to this, the path of imagination tends to be par-

ticularly well-suited for use with pictures, which tend not

to depict issues and ideas, but people, acting in some way

o -- and this well serves low-proficiency ESOL classes, for

o whom it is generally easier to tell a story than to try to

verbally analyze concepts.
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G1rl Pushed m F ront of IN D Tram' Hand Severed

A 17.year-old flutlst and soprano lost

. her right hand yesterday morning when,

- witnesses said, a youth pushed her in

front ofanoncomlng IND subway train a;
Lhe West 50th Street statlon,

* The girl, Renee Katz, a senlor at the

4 High School of Music and Art, was at»
-tacked at about 8:15 A, M., while she was

on her way to the school at 135th Street
gnd Convent sznue on the Upper West

| --Side. .

Miss Katz, who lives in Flushing,

" - Queens, remained consclous while she

H

.Renee Katz '

Continued From PageAl * '

a stop but alsa used his emergency brake
and then notified Transit Authority head-
quarters to shut off the power and send
help, After teiling his passengers what
had happened, Mr. Barrelro said, he left

only part of the way Into the station L.
while he and his omductor went to Mlsa
Kate'sald. -

*’She was screaming for her mother,
and about how ‘I've gut to go to college,’
but it least I was relleved she was alive,*
Mr, Barreiro sald *“'Everybody in the
train could hear the screams but there
was really nobody on the platform to
chase the kid who pushed her;
© “There were mixed emotions In that
train. Some people were ‘really cold-

blooded — they told us ta hurry up or they
wauld be late Ior work--am I m told

q . was wedg
‘car and t
. was taken by ambulance to Bellevue Hos-
- pital. Her severed hand, found by the po-
“lice between the tracks after the train
- was removed from the station, was sent

medoonlockedi-suweﬂaetmh\m .

between the train's second
e platform overhang until she

to the hospltal packed in ice from a
“nearby bar.,
An operation to reattach it, begun

i about 10:30 AM., by a 12-member Belle-

vue surglcal team, wag expected to con-

71 tinue until early today. Late yesterday
‘spokesman sald *“the hand Is allve" fol-

- lowing the reconnection at the wrist of an
artery and a veln, bath major, but with

TGH'I Pushed in Front ofan IND Tram, Hand Is Sedéiéd |

. gy LAURIE JOHNSTON

‘| sald Dr, Daniel Baker, co-chlef with Dr,

nerves, tendons and other blood vessels
still to he connected. Miss Katz was re-
ported in stable condition, with no other
Injuries except a scalp laceration,
““We're hopeful the hand wiit regain
significant function and some sensation,”

Wililam Shaw of the mlcmsurgery-lm-
plantation team. :

Justo Barretro, motorman of the traln_.
sald he saw the .slightly buflt young
woman, with her shoulder-tength bland.
halr and wearing jeans, pushed from the
platform by a black youth “between 15
and 17 years old** wearing orange pants ;
and a brown shirt. The assallant, Mr.
Barreiro said, fled {immediately to the
street,

It was the fifth such attack in the sub«
ways this year. Three were in Manhnttan*
and one of those was fatal.

Mr. Barrelro, a subway motorman tor
13 years, sald he was already slowing for

Contlnued on Page B4, Column 2 -

CALL TS TOLL-FHEE NUMBEKR TO BTAKT HOMR
DELIVENY OF THE NEW YORK TIMLS-—&IIMJI 2500. IN

NEW JEHSEY: sl 930-039—ADYT

matmemalepasamgerpassedmn." S
- No transit police officers were oni duty
at the time in the station, which was de-
scribed by a police apokeaman as “not a
full-time station.”* Three members of the
force alerted at another statlon wete the
tirst on the acene, followed almuy by a
tramit palloa Rescue Squad.,

.. 'Calleda Brillant Student

" Miss Katz- was described as one of
Music and Art's “'three ot four top flut-
Ists' as well as academically brilliant,
with a 100 percent Regénta examination
score In geometry. She planned to attend
the New Engl Conaerva!ory of Music,
and had also been admitted to Tufts Uni-
versity.

Although the city Police and transit po-
lice questioned several persons, based on
descriptions by Mr. Barreiro and other
witnesses, all those quesuoned ‘were
mleuedwitbmnl:harxes A

v

-t

1 —t PR

L&

’ TR

_cently played flute in chamber-music ses-

Mlss !(ntz. the daugmer of lstdore and
-Rose' Katz, graduated from’ George F
Ryan Junior High Schoo! 216 near her
home In Flushing before she was admit-
ted to the apecial high school for tha musi.
‘cally and anlstlcally gifted. She hus a
brother, Robert, 16.:",

Last vreekend. at the senior: cmcert
B BTt
cal 1 a ute
solos in the Sibelius Seemd)
and the *Roman Camival bvertum" ot
Berlioz. A member also of the All-City
High School Chorus, she sang in its spring
concert about two weeks agn, Sheisalsoa
membarolthelnmraoclety Arista,

Clasamates Are Shockeds - :

Shock, grief and aogry indignation
over Miss Katz's ordeal were expressed
at Music and Art as students gathered in
the sc.hooi'a clolater-ltke halls or stood In -

‘| the atreet, *

“Whoever did it, they should bring him
up here and tie him outside,’” sald 18-
year-old Ron Pinnix of Brookiyn a sopbo-
more student of voice and drums,

Donna Neufville, a junior in voice, who
Is also a member of the All-City Choms.
sald: le are just so shaken up —
everybody here likes Reeny, black and
white alike, because she's friendly as
well as talented.” As for retribution for
whoever pushed her, Mlss Neuf\rllle aald
“'Capital punishment " )

Irving  Glazer, Miss Katz's flute
teacher at the school, sald she had re-

sions. He sald she also studied the ﬂuté
with a private teacher. AR )




[
)

97

As for which path of inquiry is best used with any
given item at any given step, it is difficult to ascertain,
apart from the particular class and particular situation in
which the item is being examined through the questioning
process. A combination of both paths, with somewhat greater
emphasis on the path of critical inquiry, is probably best;
and it is certainly best to facilitate the questioning proc-
ess and its paths of inquiry in accordance with a class's
feedback as to which path is most valuable for them in their
pursuit of awareness.

(2) The Instructor's Direction of Inguiry
and Discussion '

By the steps -- in accordance with our comprehen-
sive statement of steps on pages 82-84 -- the instructor's
role in directing the questioning process' ingquiry and dis-
cussion is as follows: In step two, examination of an item
for its implications about American culture -- the instructor
is the authority, for he knows his culture as students do not.
He, in this step, leads gquestioning, facilitates discussion,
and acts as cultural informant: informing students as to
whether their ideas about America and its culture are accu-
rate or misconceived. In step three ~- examination of these
implications in light of students' own culture(s) -- the
students become the cultural informants; the instructor di-
'rects questioning along broad structural lines ('YThat does
this mean for your culture? . . .'), and facilitates dis-

cussion -~ (1) from time to time briefly summarizes, or asks
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students to summarize, what has been said in discussion, and

weaves together different students' points, and (2) makes
certain that everyone in the class has a chance to speak,
and that everyone in class understands what is being said --
but basically he listens {(and monitors language usage), for
what students may teach him. 1In step four -- examination of
all these implications for what they mean for students' (and
instructor's) selves -- instructor and students as much as
possible leave their roles, to speak as common participants,
as people, sharing insights; the instructor asks guestions
and facilitates discussion so that it can proceed with maxi-
mum common understanding, and speaks and listens as one of
the group.

In schematic form, the instructor's roles in dis-

cussion may be represented as follows:

Step Step | Step
Two Three @ Four
Questioner be X X
Facilitator of discussion X X X
7 Cultural Informant b4
Participant in discussion b4
Monitor of languade usage _ b4 X b4

The instructor thus questions, facilitates, and
fj monitors language usage in all steps. This need not neces-

) ‘sarily be the case -- in a class which shows much initiative,

students may act as questioners, and facilitate discussion

e oy
5 [
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as well -- but as a general rule it holds true. In addition
to this, the instructor in step two acts as a cultural in-
formant, telling students of American culture; in step three
he acts simply as a listener, learning from what students
tell him about their culture(s); and in step four he acts as
an equal participant in discussion linking all the class as
people. Step four is the most difficult of these additional
roles, for in classes of certain cultural backgrounds,
teacher and student -- due to the former's authority and
prestige -- simply cénnot speak with one another on aﬁ eqgual
basis. In such cases, the instructor using the questioning
process may have ahead of him a long process of gradually
breaking down the barriers between himself and his students
-- if, indeed, he decides that such barriers should be
broken, giwven the cultural situation he and his students are
in; if he decides not, the questioning process must be con-
ducted at a certain distance.

The instructor's role in facilitating the ques-
tioning process' inquiry and discussion should now be clear;
but these roles are considerably easier to delineate than to
practice. One problem is that the instructor's mﬁltiplicity
of roles requires much energy and quickness of mind to be
effectively practiced -- but, while this problem may appear

to be a large one in the instructor's initial uses of the

‘questioning process, with practice it becomes less signifi-

cant: The questioning process simply happens, with the
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instructor practicing his roles as called for. A second

Problem cannot be so easily dismissed, and that involves the
instructor's task of utilizing the guestioning process to
facilitate growth in self and cultural awareness in students;
let us now consider that problem.

The ESOL instructor, being of different cultural
molding than his Students, cannot fully understand the minds
and cultures of his students; thus, the ESOL instructor using
the questioning process in the ESOL classroom must be ex~
tremely careful to directthat pProcess in such a way as to not
impose his own values and view on students and their own ex-
plorations of self and culture. Tn a large sense, the very
use of the questioning process by the instructor in his ESOL
classes is such an imposition of values upon students, in
that the value of self-awareness, as pursued through the
Socratic method, is a product of the Western cultural tradi-
tion (Socrates: "The unexamined life is not worth living"),
a tiadition of which ESOL students may not be a part; but so
be it -- the assumption underlying the questioning process
is that self and cultural awareness is an ultimate good, and
is best pursued through the Socratic method; while this
assumption is definitely one which is cultural in nature,
it is worth believing and conveying to others, whatever their

culture (as we've discussed on pages 43-49 of the first chap-~

ter). The concern here is not that the above consciously-

held and promulgated value is being imposed on students

R AT 4,
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through the questioning process, but that in the course of
discussion the instructor may unwittingly, through his ques-—
tioning or his facilitation of discussion, impose other
values and assumptions upon students, that will obstruct
their self-exploration and pursuit of awareness.

This concern is especially critical with classes
of'low—proficiency in English. Whereas students in'profi-
cient ESOL classes can verbally respond, spontaneously speak
for themselves about the questions they've been asked, the
ideas they've been exposed to, and are thus on a level of
relative equality with the instructor, students in classes
not so proficient cannot so respond —-- they're in effect a
captive audience. The instructor must thus take great care
to phrase questions and facilitate discussion in such a way
as to not lead students, but to allow them to express, as
much as they possibly can, their own free opinions} probings,
explorations, whatever they may be. He must in short try to
make people think -« but what they think is not for him to
try to shape.

This last precept is, once again, easier to state
than to practice; in the give and take of the questioning
process's discussion, it may be very difficult at times for
the instructor to remain culturally aware and sensitive in
his questioning, to keep himself and his cultural views out

'of his questioning. Perhaps the best form of vigilance

against such intrusion is for the instructor to bear in
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mind the questioning process' third goal -- to facilitate

growth in self and cultural awareness in students -- and to

apply his questions and his facilitation of discussion

against this goal to see that they are in line with it -- to
see that they in fact address students' efforts to grow in
awareness, rather than simply conveying the instructor's own
awareness or lack of it. 1In the appendix to this project,
this issue of the instructor's facilitation of the question-
ing process's inguiry and discussion is dealt with in a more
personal way -~ I there tell of my own experiences and in-
sights. For now, let us move on.

(3) The Facilitation of Discussion with
Low-Proficiency ESOL Classes

The discussion of steps two, three, and four will
likely be guick and fluent in high-proficiency ESOL classes,
in which students can articulate their thoughts and feelings
with relative ease (indeed, in such classes, discussion may
become so fast and lively that the instructor has a difficult
time simultaneously facilitating discussion and transcribing
student errofs ~- this is a skill which takes considerable
practice to acquire). But discussion of a deep and valuable
kind can as well take place in classes of quite low English
proficiency: Any class capable of holding a basic conversa-
;; tion in English can undergo the questioning process, can

£ ‘exchange meaningful ideas and insights about complex issues,

if the following steps are taken:
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(a) The instructor makes certain in advance —-
through discussion or through class vote as to the item —--
that the item to be examined is of vital interest: students
want to talk about it.

(b) The instructor provides in advance the basic
vocabulary needed for discussion about the item and its
implications.

(c) The instructor, in asking questiohs or giving
directions, takes great care to make what he says clear to
students, by speaking slowly and clearly and repeating as
much as necessary, by using the blackboard to draw symbols
or pictures or graphs to clarify all potentially difficult
points, and by having students rephrase questions or direc-
tions in their own words.

(d) Students, in the course of discussion, para-
phrase one another's responses: whenever a student gpeaks,
he rephrases in his own words what the previous speaker has
said, to the previous speaker's satisfaction.

(e) The instructor actively and carefully facili-

tates: steps in to interpret and draw. out students' points

when those points aren't clear, and from time to time briefly

reviews and ties together the different points that have been

made in the course of discussion. The instructor speaks
slowly and clearly, so that everyone understands -- and if
'someone doesn't, the teacher explains, or has a student ex-

plain, until they do.
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(f) The instructor pauses frequently -~ every 10,
20, 30 minutes, whatever seems appropriate -- to give brief
linguistic feedback and instruction based on what students
have said: when this is done, students don't feel 'cast
adrift' in the new language they're speaking,

All these steps, and especially step (e) above,
require great alertness and sensitivity on the part of the
instructor; if the instructor either talks too much or +oo
little, is either too directive or too non-directive in his
facilitation of discussion -- and these parameters depend,
of course, upon each individual class and its makeup and
spirit ~- discussion may flounder and die. To make a dis-
cussion come alive with a class of low-proficiency ESOL
students -~ and thus, perhaps, relatively insecure ESOL
students -- is a difficult thing to do; but, it is amazingly
gratifying when it happens, when deep insights in English
begin to emerge from a class that apparently could scarcely
speak English -- students' confidence in their language
knowledge and ability may rise dramatically from such
experience.

(4) The Role of Linguistic Instruction
During Discussion

Before proceeding to the language instruction of

step five, let us briefly consider the role of language in-

FstructiOn in the discussion of steps two, three, and four.

With low-proficiency classes, as we've just noted, frequent
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'pauses during discussion for language instruction are impor-
tant for the progress of the questioning progress, both in
bolstering students' communicative skills and in bolstering
students' confidence. With classes of higher proficiency,
such instructional pauses probably won't be necessary, though
they may be utilized if students want them; this is certainly
an area in which a class's wishes should prevail,

The key linguistic issue with relatively fluent
ESOL classes engaged in discussion is one of how much — if
at all —-- the instructor should linguistically intrude into
students' explorations. qu.a student in such a class makes
a language mistake he has no business making, given his
knowledge of English, should the instructor interrupt, thus
forcing him to correct his English but perhaps obliterafing
his train of thought? Or should the instructor simply keep
silent, and wait for step five, the time for linguistic in-~
struction proper? The answer to this dilemma depends upon
the nature of each class and each student. If a student is
progressing at a suitable rate in his English knowledge and
usage through the instruction he receives in step five, then
probably he should not generally be interrupted during dis-
cussion for the correction of his language mistakes; but if
a student persists in making the same silly language mistakes
over and over again in the course of discussion, then prob-
rably he should be interrupted when he makes such mistakes,

sC as to 'cure' him of his faulty usage of some particular
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grammar point. If the latter strategy is adopted, it is

imperative that the instructor explain to the class and to
particular students exactly why he is interrupting them, so
that they understand and do not become resentful at the in-
terruption of their ideas. In a larger sense, it is probably
best if the class as a whole decides, along with the instruc-
tor, as to the issue of whether or not to have language cor-
rection during discussion; through such communication, the
class as a whole, instead of just its instructor, can assume

a real responsibility for its language-learning.

Step Five

Step five of the questioning process is concerned with
linguistic instruction -- this is the step in which students'
language misuse during all the preceding discussion of steps
two, three, and four is discussed and corrected; beyond this,
it is the step in which formal grammar and pronunciation
lessons may be presented. This step is obviously of essen-
tial importance to the ESOL class; accordingly, it may occupy
as much as half, or more, of total class time. With a low-
proficiency ESOL class, which will require much explicit
formal language instruction in order to grow in communicative
skills, this step should be given very great emphasis, and a
large amount of class time (often, as.noted, interspersed

with the other steps of the questioning process); with a high

‘proficiency class, one which knows the basic grammar and

vocabulary of English, this step is not quite so critical,
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£hough obviously highly important, and may occupy less total
class time. Of course, each class is ultimately different
as to its needs: Some classes may prefer much questioning
and discussion, while others may prefer much language
instruction -- the proportion of language instruction to
discussion in the questioning process as conducted with each
class should reflect each class's needs.

In this step should be reviewed all the new vocabulary
learned in step one and during discussion, and all the lan-
guage correction that has been made in discussion's course.
Once this has been done, all the flawed language uttered
during discussion, but not.yet corrected, should be dealt
with. If discussion, or parts of discussion, have been
taped, the instructor may play back faulty sentences on tape
over and over again until students are able to correct them;
1f students cannot make a correction, the instructor then
explains the nature of the language mistake made and how it
is to be remedied. If students' language misusage in dis-
cussion has been transcribed by the instructor, the instructor
may write the faulty examples on the board for students to
correct as they are able, and explain to the class the errors
of those examples as necessary.

Instruction must be selective —-- especially with low-
proficiency classes, the instructor must not try to explain

'in step five all student errors he hears in discussion's

course, but only those commensurate with a class'sESOL

o g
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ability and level; to try to explain, for example, an error
in infinitive versus gerund use to a class than can just
barely hold a conversation in English is risking confusion
and discouragement in students. The instructor, accordingly,
should let some kinds of student language errors pass, while
teaching from other kinds of errors.

Withlsome student language errors, a correction and
brief explanation will be sufficient; other errors, though
—-— those that touch upon major points of the English languagé
that students need to understand -- will require from the
instructor more in~depth instruction. 1In this case, the
instructor may defer full explication of the error until the
beginning of the subsequent class -- and in the interim he
can prepare a comprehensive lesson based on the error, and
on the aspects of the English language it serves to illus-
trate. Such a lesson could involve simply a straightforward
explication of the point to be covered; of it could be given
using the techniques Silent Way, or ALM, or CLL -- or of any
other method the instructor chooses. Step five ié the step
in which the questioning process may be integrated with any
of a variety of other methods of ESOL instruction; and since
this step may occupy a large portion of class time, such
integration could be quite significant. While it is beyond
the scope of this project to further explore the integration

of the questioning process with other methods, perhaps one

who reads this may take up that exploration for himself.
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A Note on Time

Having considered the procedure of the questioning
process' steps in turn, let us now turn back briefly to the
questioning process as a whole: How long will all this
take? The guestioning process could conceivably last for
weeks, if discussion proved to be fruitful, continually
regenerative; on the other hand, the process could conceiv-
ably be done with!in thirty or forty minutes, if the item
to be examined were simple, and discussion were perfunctory.
The best way to proceed with the questioning process is to
simply allow class discussion to prdceed through the ques-
tioning process' steps as far and deep as it will go; and
when it reaches its natural end, or,bécomes repetitious or
monotonous, to stop it, with class"éonsent, and move on td
language instruction -- which too may take up a large amount
of time or a small amount of time depending on wha£ must he
covered, given the class' misusage in the previous discussion.
This ideal unlimited time span for the questioning process's
course might prove difficult to practice.in the limited time
span of the classroom: A guestioning process may have to be
conducted over several class sessions, or perhaps restricted
in its overall time. It is, however, important that the
questioning process be allowed as much as possible to run
its full course with a class, if it is to fully pursue its

goals: Grthh in self and cultural awareness, especially,

is a goal whose pursuit reguires an ample amount of time for
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discussion in the classroom —-- and the stopwatch's demarca-
L tions may in some situations prove inimical to that pursuit.
o Summary

This chapter delineates some techniques and procedures
by which the questioning process may be facilitated in the
ESOL classroom. For the questioning process' first step,
the techniques to be used are aimed at explicating the item
so that students completely understand it, and at teaching
students new English through the item. For the questionihg
process' second, third, and fourth steps, the emphasis is
primarily on the facilitation of growth in awareness rather
than on linguistic instruction, and accordingly, the tech-
niques and skills to be used are those which aid students'
discussion and inguiry; they include directing students'
inquiry down the path of critical inquiry or the path Qf
imagination; facilitating students’' ihquiry in such a way
that their pursuit of insight into self and cultural molding
is aided by the instructor rather than obstructed by his
values and views; féciiitating discussion so that students
in low-proficiency classes can effectively engage with one

another; monitoring students' language usage for instruction

in step five, and correcting students' misusage in the
course of discussion as called for. TFor the guestioning

process'sfifth step, any techniques may be used which enable

effective English instruction -- this is the step in which

the questioning process may be integrated with other methods
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of ESOL instruction. . As for time: Though the reality of
the classroom may require time limits tc be set, the ques-—
tioning process is best conducted without prescribed time

limit, simply following its course at a class' pace.
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CHAPTER FOUR

THE QUESTIONING PROCESS IN THE ESOL CLASSROOM —-—
MATERTIALS '

In the preceding chapter, we considered the procedure

and techniques of the gquestioning process in the ESOL.
classroom; what remains to be considered are the materials
—— the items from media -- to be used with the‘questioning
process as applied to ESOL. In this chapter, we will
examine the selection and use of such materials. The
first section of the chapter is a discussion of the cri-
teria for materials selection for use in the ESOL class-
room; the second section of this chapter consists of a
selection of examples -- ten items from American media

and their accompanying questionings.

Materials Selection

How should materials be selected for use with the
questioning process in the ESOL classroom? Earlier (pages
70-71), we established two basic criteria for materiais
selection and use -- first, that items be from America's
media, and second, that items of a pictorial nature be used
with low-proficiency ESOL classes and items in print or on
tape be used with higher—proficiency ESOL classes. .While

. these criteria need not be held absolutely -- as for the

first criterion, relatively proficient ESOL classes might
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prefer to translate items from their own culture's media
into English for use in the guestioning process (which
could thereby lead to some very interesting insights); as
for the second criterion, pictures may be of value to ESOL
classes of all proficiency levels, and low-proficiency ESOL
classes might occasionally be profitably exposed to brief
excerpts from print or tape: say, a paragraph from an ar-
ticle, or a three-sentence dialogue from a TV or radio

show -- they are generally best followed. &s for the first
criterion: TItems from American media provide (when in print
Oor on tape) direct examples of contemporary American usage,
and provide a window into American culture; furthermore,
because of the global spread of such media around the worid,
as we've noted, and the general linkage of the world's cul-
tures, these items likely have either direct or indirect
relevance to students' cultures and selves. As for the
second criterion: pictures provide low-proficiency ESOL
classes with a tangible and vivid basis for learning new
English and for learning of American éulture; as well, they
can provide for such classes a means of entry into essential
issues for questioning ~- issues dealing with American cul-
ture, with students' culture(s), and with students' selves
~— that probably could not be entered into by such classes

through other forms of media, forms of media they could not

'yet understand without extensive help from the instructor.
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In addition to these two criteria for materials selec-—
tion, there is an additional criterion for materials selec—
tion that is perhaps the most important of all: The items
to be utilized for gquestioning must be interesting to the
classes that will examine them. What is considered to be
interesting will of course vary from class to class; but, in
general, this criterion means that items should tend to
focus more on people than on impersonal issues, and should
deal at least implicitly with the American way of life and
looking at the world, rather than exclusively upon the play
of current events. |

If the ESOL class engaged in the guestioning process
is located in America, then an excellent way of meeting the
above criteria is to have students themselves select the
items to be used in questioning through their own perusal
of American media (particularly magazines and newspapers)
one way of proceeding would be to have each member of the
class in turn present an item for questiohing -- and perhaps
lead the guestioning process' inquiry and discussion as
well, with as much aid and input from the instructor as is
necessary.

If the ESOL class is abroad, the above technique may
be more difficult to apply; but if the instructor possesses
a collection of items from American media, it may still.be
practiced -- a class can select, through voting, the par-

ticular items it wishes to examine through questioning; or,
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different students may select different items and, as above,
in turn present them to the class for questioning.

The ESOL instructor who plans on using the questioning
process abroad would do well to make for himself a collec-
tion of items in xerox form and on tape from American media
for use in gquestioning. Such a collection would best con-
sist of a wide variety of items: from all different media

(TV, radio, magazines, newspapers, books, ...), aimed at all

different strata of age and social class (material from

National Enquirer as well as from The New York Times, from

Grit as well as from Rolling Stone), and from local as well

as national sources (from local radio as well as from ABC -

New York, from The Brattleboro Reformer as well as from The

Boston Globe), covering the spectrum of American issues and

opinions (basically, everything that we of our culture are
concerned with should be covered, to as wide an extent as
possible), in a variety of different ways (comic strips,
news photographs, editorials, ads, advice columns, talk
shows, ...). The task of gathering such a wide range of
materials in- a careful balance is a difficult and time-
consuming one -~ but it is very important; the instructor
who uses such a collection of materials in his classes is
presenting to his students a window into American culture
i, (and ultimately a window into their own culture and selves),

7 "and it is essential that this window not be distorted.
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Ten Examples and their Accompanying Questionings

Introduction

The pages that follow present some of the most inter-
esting items from my own collection of materials (over the
past year I have collected several hundred such items, for
use in my future classes abroad) —— I have taken ten items
and written for each of them a sample questioning: an ex-
ample of how the questioning process's inguiry might proceed
using the item as a basis and a catalyst. My purpose for
including these items and questionings in this project is to
stimﬁlate the imaginations of those who peruse them, and who
may perhaps use the questioning process in the ESOL class-
room: the forthcoming items serve to show the wide variety
of different items with which the questioning process may be
used; their accompanying questionings serve to reveal a few
of the many different paths of inquiry that the gquestioning
process's dialectic may follow.

The main criterion for selection of the forthcoming
items is that the items all seemed interesting to me, and
thus at least potentially interesting to ESOL classes, in
which they could thus serve as appropriate vehicles from
which the questioning process might proceed. Beyond this
criterion, the forthcoming items have been chosen as a unit

due to their overall variety -- they come from many differ-

ent media (magazines, newspapers, books, radio, TV) and deal
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with many different aspects of American culture (from
woman's place to the threat of nuclear war, from the role
of work in America to the role of God) -~ and also due to
their overall balance: While large philosophical issues
are considered in the items implicitly if not explicitly,
the emphasis is on people and their lives -- and this cor-
responds with the balance that instructors using the ques-
tioning process with their classes will perhaps find most
suitable.

The questionings I have written to accompany these items
are brief: they do not delineate classroom presentation of
these items, nor techniques of English instruction (for we
have covered those areas fully in the previous chapter), but
focus upon the questioning process's inquiry in steps two,
three, and four: Utilizing in combination the paths of
critical analysis and of imagination, they postulate pro-
gressive questions through these steps -- questions to be
considered by a hypothetical class, or perhaps by the
reader =-- which, if pursued, might lead to greater awareness.

The general course these questions follow is (as we've
seen): (for further detail, please refer back to pages 81-83)
Step 1: What does the item say?

Step 2: What does the item imply about American culture?

Step 3: What do these implications mean for students'
culture(s)?

Step 4: What do these implications mean for ourselves as

people?
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The particular course followed in the coming question-
ings, while within these guidelines, is widely variable,
depending upon the nature of the item being examined and the
line of inquiry that seems potentially most fruitful. These

gquestionings in their particularity are by no stretch of the

imagination meant to be prescriptive -- they are simply ex-

amples, showing a few ways of many possible ways in which

the questioning process might conceivably proceed. They
illustrate the way my own mind works as a questioner in the
ESOL classroom; as you read what I have done, it may be help-
ful for you to formulate for yourself édditional questioning,
reflecting the workings of your 6wn mind.

The forthcoming examples are in sequence: The first
three items are pictures, and their questionings are more
appropriate for lower—profiéiency ESOL classes; the following
seven items are either in xeroxed print (five), or on tape
(two), and their questionings are designed for use with
higher-proficiency ESOL classes. Beyond this, the items in
their two sequences are ordered in terms of the nature of
their questionings, so that each questioning is in some way
related in its explications to the questionings that precede
it, as would occur in a class using the gquestioning process
over a period of weeks. Thus, I recommend that the follow-
ing examples be read straight through rather than at random,

in order to see how the questioning process might unfold

over a number of separate questionings.
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Contents of Examples

PICTURES:

1. Woman Washing Dishes
(from Psychology Today)

2. Children Watching Television
(from Psychology Today)

3. Pamily in Divorce Court
(from An American Family: A History
in Photographs, Jeffrey Simpson,
Viking Press, 1976)

PRINT, OR TRANSCRIPT FROM TAPE:

4, Life Without Work
(from Newsweek)

5. Tim Devlin

(from Working, by Studs Terkel, Avon,
1974)

6. Steve McQueen's New Love
(from National Enquirer)

7. Worrying about the Bomb
(from the Anchorage [Alaskal Daily News)

8. Nuclear Protest
(from ABC~-TV News)

9. Bangladesh/Tropical Vacation
(from Atlantie Monthly)

10. Jonestown
(from CBS Radio News)

o

118

121

123

125
127
130

133

136

138

142

118







120

' *
WOMAN WASHING DISHES:
1. What do you see? Describe --

2. Tell me about this woman -- tell me about her typical
day, as you imagine it -~
Do you think she is happy?
If so, what are some reasons why she might be
happy?
If not, what are some reasons why she might be
unhappy?

Many Americans believe that it is unfair for women to
have to stay at home and do housework while men can go
out into the world and work.

More and more American women in the past twenty vears
have left their roles as housewives, to have careers --

to be doctors, lawyers, soldiers, executives, truck
drivers. '

== What effects do you think these trends might
have on American society?

In what ways do you think these trends might be good
for America? 1In what ways do you think these trends
might be bad for America?

3. Are those two statements above true for your culture as

well as for America's? How much are they true? To what
extent are they true?

Do you think that the trends they describe wou%gebe a
good thing for your culture? Or not?

Why? Why not?
4. What do you think --
-- Is a woman's place in the home? Or, should
women have the same opportunities that men
have in the world?

Why do you believe what you believe?

5. (Language instruction based on the discussion of steps
1 through 4)

*NOTE: The language used here may seem quite difficult for
low-proficiency ESOL classes; but if questions were spoken
very slowly, and repeated, paraphrased as necessary for stu-
dent understanding -- see page 102 -- then their use could be
quite effective with low-proficiency classes.
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CHILDREN WATCHING TELEVISION:

1.

2.

5.

What do you see? Describe --

Tell me about these children -- describe their typical

day, as you imagine it --
(What time do they go to school? What time do they
get home from school? What might they do then?
What time do they probably eat dinner? Tell me
about dinner . . . What might they do in the
evenings?)

The average American child spends a large part of his

day ‘and evenings watching television {(an average of

4 to 6 hours per day).

In what ways do you think that watching television

might be a good thing for these American children
to do?

In what ways do you think that watching television
might be a bad thing for these American children
to do? :

In general: 1In what ways do you think television might
be a good thing for American society? In what ways do

you think television might be a bad thing for BAmerican
society?

What about the effects of television on children in your
culture? Are they the same as those we've come up with
for American children? Or are they different? If they
are different, how are they different? Why are they
different?

What about people in general in your culture? How does
television affect them? In what ways is this effect
good, do you think? BAnd in what ways is it bad?

Do you watch television?

In what ways do you think that TV has been good for you
as a person? In what ways has it helped you? '

In what ways has TV been bad for you as a person, do you
think? In what ways has it hurt you?

~~ How do you think television has shaped you as
a person?

Would the world be a better place if there weren't TV?
Or, if TV were different? What do you think?

(Language instruction based on the discussion of steps
1 through 4)
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A History in Photograbhs,

Jeffrey Simpson.

New York: Viking Press, 1976.

: The agony of
children torn between parents who want nothing to
do with each other lies in the split feelings the child
must have. Here, after a custody case, a weeping
child clings to the mother with wham she must leave,

rejecting her fatlier, who has not been awarded
custody. ‘ ;
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DIVORCE SCENE:

What do you see? Describe --

Using your imagination and what you know about American
life, tell me the story of these people --

Why is the child hugging her mother? Doesn't she
like her father? Why not? What's going on here?
In America, the rate of divorce has gone up decade after
decade in the past century. Why has this happened, do
vou think?
-— Life is faster, less settled than it used to
be?
~- People are unhappier than they used to be?
—— Women have a different idea of themselves than
they used to have?
~— More women are working?

Why?

Is divorce common in your culture? Is there more divorce
now than there was in the past? Why is this happening,
do you think? (Or, why isn't it happening? How is vyour
culture different from America?) For the same reasons

as in America? Or for different reasons? What do you
think?

What about the family? 1In America, some people have said
that the family is dying as a way of life . ... Is this
happening in your culture, do you think? Do yvou think
that it will happen in the future in your culture? Why?
Why not?

Back to the picture -- imagine a photograph of your own
family, taken when you were very small. Took at each
person in the photograph in turn:

What are their expressions? Their positions?
Where are you in the picture? What do you see
of yourself?

(Due to the personal nature of this step,
it might be preferable to simply do it and
move on, rather than attempting to engage
in subsequent discussion.)

(Language instruction based on the discussion of Steps
1 through 4)
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LIFE WITHOUT WORK

"RNARD LEFROWITZ

/MY TURN

: complaining about his job. After 40
“years of sclling women’s hats on the

same street in Manhattan, the pay was
r ctill lousy, his boss didn’t give a damn
% about him and ncbody bought hats’

i

,
; Etlci nenight,ten yearsago, my father was

“anymore. L had heard itall many times

and hadneverknown whattodoexcept
-i'listen silently. That night, T wanted to
. something because I knew time was
|y ing out, that every morning he had to

-pitroglycerintablet underhistongueto

makeitupthe subway steps with his sample
ase. S0 1 offered him some money and
st ested he take time off to relax and

;aps think about another job. Secretly, T
. hoped tocoax him into early retirement.
" 7] can’t quit,” he said.

“~¥hy not?” I asked, impatiently.

- jecause I'd miss it,” he said.

wbhout a year later, he died. For a long
pme after his death, I wondered what kept
w—~ king when he knew he was dying. I
o nd now that it was the sense of
comusmunity, and his position as a tribal
elder in it, that drew him to The Street even
- w! 0 his heart was failing.
.+ sakid I’d sometimes go with my father
. whoi he went out selling, and he had always
* seemed happiest when he was shmoozing—
- sh~oozing about politics or sex or the price
of ;1 with the counterman at the lunch-
ec...2tte, the black woman who sewed the
hat bodies at the back of the shop, the kid
whn ran the boutique in the East Village
st hit him up for a contribution to the
A i¢ Hoffman bail fund. He cared for the
peopie who populated his work world.

PATTERNS: In his life, work was a seamless
<l 1 that stretched from his childhood to
- hjeathattheageof 64, Today, the pattern
of work in America is much more uneven
andirregular, a patchwork of frequent shifis
i bs and even occupations. In a two-year
n__onalstudy supported by the Ford Foun-
dation, I interviewed more than 100 men
and. women who had stopped working for a
m -imum of two years. Almost all of them
Wi .= in their 30s, 40s and early 50s. The
munt of the study was to find oul how their
byes had been affected by their disengage-
m it from work and how they reassessed
‘}{-_“;r nosition in society from their vantage
pe uside the factory gates.
., i€ sense they were all conventional.
Ti v had begun their working lives with
:::L'_ hapes and swelling ambition. Like my

; i, they had proceeded along a tradi-
A0

ial path: first you found a job, then you
P ried, raised a family, achieved a meas-
i
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ure of economic security and earned the
respect of your colleagues and neighbors.
Now they had veered off onto uncharted
ground. ‘At first ] thought that their most
difficult adjustment would involve finding
the money to survive and filling up the time
that had been occupied by their work. But
most of the people made the transition
without great trauma. They put together a
basic economic package which consisted of
government assistance, contributions from
family members who had not warked be-
fore and some bartering of goods and serv-
ices. When they couldn’t meet a mortgage
payment, they sometimes took a temporary
off-the-books job or renmted out a room.
Generally they seemed to be living almost
as well as when they were drawing a salary.

For my father
independence
from work was a
luxury, cerfainly
not a right.

Unlike the Depression-era image of the
man who crumbles when he doesn’t have a
job, these people found plenty to do. When
they were working, they had daydreamed
about other interests and enthusiasms.
Quitting gave them the chance to live out
their daydreams. The aeronantics engineer
who was laid off by Boeing in 1971 after
twenty years on the job never went back to
work. Instead, he builds magnificent, high-
power eclectronic telescopes in his base-
ment. The government economist who was
never quite certain of the purpose of the
programs he was analyzifig does not doubt
his purpose today; it is to take moving,
richly evocative photographs of the people
who live in his neighborhood in Boston.

At work, my father had found a2 commu-
nity that recognized and respected both his
craft and his qualities of character. This was
not so for these people: they had doubted
the value and meaning of their labor. Testa
new jet engine, add a new wrinkle to a state
tax plan-—they woke up in the morning
asking themselves the fatal question: what
difference does it make?

On the corporate organization chart,
their positions were called slots and after a
while they had begun to think of themselves
as slots. If they quit or died tomorrow,
somebody else would fill the slot. The com-

mon theme, which surfaced again and again

in their histories, was the need 1o find a new
social connection—to reassert control over
their lives, to gain some sense of freedom. As
the economist-turned-photographer told
me, “I worked to buy fine cognac and I
bought fine cognac to keep working. Now
the cognac’s gone, but I understand what
I'm doing and why P'm doing it.”

Some were brilhantly successful in their
pursuit of personal efficacy and communi-
ty. I remember with great fondness the Yale
architect who became the unofficial mayor
of a houseboat community in California.
He hasn’t worked for fifieen years but
nothing that affects his constituency es-
capes his scrutiny. There were also the
woman who sold her farm and devoted
herself to rescuing a bankrupt cooperative
of black farmers, and the former keypunch
operator who led a campaign to force state
legislators to disclose their private sources
of income. But they were in the minority.
Most of the people I spoke to wanted to
rejoin the intimate circle they felt they had
neglected in their years of work. They are
represented by the pilot who grounded
himself because he realized he had become
a stranger to his teen-age daughters.

AN ALTERNATIVE: The difference between
them and my father was their beliefthat they
were entitled to freedom and independence.
For my father, who grew up in a cold-water
tenement and suffered through the Depres-
sion, independence—especially independ-
encefrom work—was aluxury and certainly
not a right. In my father’s time, a family
breadwinner who left his job would be con-
demned by everyoneas abum. The people
interviewed came largely from middle-class
backgrounds. They were educated, self-as-
sured, articulate and, with a few exceptions,
white. They were sure they could talk them-
selves back into a job if need be. And that
belieflicensed them toexplorean alternative
to the American idea of success. ‘

My father was bomn too early. It makes
me sad that he could never exorcise the
demons—those economic and social anxi-
eties that always haunted him. I'm not
saying he would have died happy and ful-
filed if he had been secure enough to
investigate the world beyond work. But 1
believe he would have come closer.

Borvend :7%{

Lefkowitzs book, *Breaktime: Living
Without Work in a Nine-to-Five World,”
will be published this month.
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LIFE WITHOUT WORK:

What have you just read? Outline it paragraph by
paragraph --

What about these people described by the article who
have decided not to work: From what the article says,
why have they decided not to work? How have they sur-
vived without working? What have they done with their
lives after quitting work?

How does the author seem to view these people?
What do you think about all this?

If leaving work becomes a large-scale trend in America,
in what ways might this be a good thing for America?
In what ways might it be a bad thing?

Overall, would it be good or bad for America? Why?
Could any of this occur in your culture?

Do people in your culture gquit work to pursue their own
aims? If so ~- what do you think about this trend? If
not -- why not? How is vour culture different from
American culture in this respect? (Which society do
you prefer in this respect?)

Do you like your work? Would you rather work or not
work? Why? If you didn't have to work any more, what
would you do with your life? (What prevents you from
taking such a step?)

(Language instruction based on the discussion of Steps
1 through 4)
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TIM DEVLIN:

1.

What have you just read?
From the text: Who is this person? What is the

story of his life, as he tells it? Why does he
view himself as being "a flop"? :

What do you think? Is Tim Devlin a flop? Why? In what
sense? If he is a flop, do you think it's his own fault?
Or is it the fault of America's culture, the culture that
molded him? Or is it a combination of the two? How?
Explain --

What is !the system'? What does it mean to say that Tim
Devlin is a product of 'the system'? 1Is he? Or is this
view too simple? Why? Explain --

Why is Tim Devlin so unhappy? What could happen to him
that would make him happy again, do you think? Would he
then be completely happy? Or not? Why do you think that?

Could Tim Devlin's account be an account of a life from
your culture? In what ways could this account take place
in your culture? In what ways i¢ it unigquely American?
Is there a 'system' in your culture? In what ways is it

like America's system, as we have described it? In what
ways is it different?

Imagine that you have been introduced to Tim Devlin in a
restaurant, and imagine that he tells you his story and

asks you for advice =-- "What should I do?" -- What would
vyou tell him?

From what you've read, and from what you've imagined of

your meeting, do you like Tim Devlin? Or do you dislike
him? Why?

How are you and I different from Tim Devlin? Why are we
different?

Do we have more will, more character than Tim Devlin?

Or, were we simply more fortunate in the circumstances
of our cultural molding?

If you and I were born in Tim Devlin's shoes, subject to
all the exact influences that shaped him -- would we be
like Tim Devlin? Would we be Tim Devlin? Or, would we
still be essentially different from him, due to our
innate characters -- who we are at root?

Continued . . .




129

TIM DEVLIN (cont.)

(4.) Take any person on the street: any millionaire, prosti-

5.

tute, bum, ... If you were born in their shoes, subject
to all the exact influences that molded them, would you

essentially be like them -- would you be them? Or would
you be different: you . . . ?

Who are you? And -~ to what do you owe who you are?

{(Language instruction, based on discussion of Steps
1 through 4)
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STEVE MCQUEEN'S NEW LOVE:

1.

-~

-

&

What is this article about? What, exactly, does it say?

How does the article view the McQueen~Minty relationship?
How is this view an ambiguous one? '
(McQueen is presented in turn as 'macho superstar -
being led around on a leash by a woman half his
age', and as newly young and filled with vitality
because of what his relationship is doing for him.)

The way the article views that relationship might be seen
as reflecting two predominant male views in America of
how romantic relationships should ideally be: (1) The
man should dominate the woman, be the master in the re-
lationship (McQueen is being mocked in the article be-
cause his lover has mastered him); and (2) The man and
the woman should be equal partners in the relationship,
and equally and mutually in love (McQueen is newly alive
because of his deep love for his partner).

What do you think of these two views? Do you agree

with either of them? Do you disagree with either

of them? Which do you prefer? '

In your culture -- how are romantic relationships gen-
erally viewed? 1Is the man supposed to be the master of
the relationship? Or, is the woman? Or, are men and
women supposed to be equal?

(Who asks who out on a date? And who pays -- the
man, the woman, or each for his or her self? What
about [careful here!] premarital sex? -- Is the man

who engages in it viewed as being 'bad'? Is the
woman who engages in it viewed as being 'bad'?
What about love? 1Is 'falling in love' something
which is highly valued in your culture? Or is it
viewed largely as foolishness?)

What about marital relationships in your culture? How
are they generally viewed -- Do most wives work, or stay
at home while their husbands work? Do women do the
housework -~ the cooking, the cleaning, the laundry --
or do husbands and wives, men and women, share equally?

Is this the way it should be, do you think? Why?
Why not?

What is your view of the ideal man-woman relationship?

T i et A e sy e e et ke Y Tt T v et e et e et e

Continued . . .
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STEVE MCQUEEN'S NEW LOVE: (cont.)

2.

What kind of publication do you think this article comes
from?

Why are American people interested in such information —--—
the private lives of celebrities? Why do people read
articles such as this? What function do they serve?

Are articles of this kind to be found in your culture?
Why do people of your culture read them, do you think?

How is this item we've just examined different from the
other items we've examined? We've discussed why people
are interested in items such as this -— but why are

people interested in any of the items we've been looking
at?

Looking back on all the items from media that we've
examined -- why do people spend their time reading or

listening to media? What function does it serve? Of
what value is it?

(Why are we in this classroom examining these items from
media, discussing them at such length? What are we
trying to achieve?)

(Linguistic instruction based on the discussion of Steps
1 through 4) '
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WORRYING ABOUT THE BOMB:

1.

2.

What

What

What

is this article about? What does it say, exactly?

is your reaction to the article?
(Does what it says surprise you in any way? Does

the fact that it appeared in a daily newspaper
surprise you?)

does the article imply about American culture?

-- about parent-child relationships?

~— about fear: fear of the bomb, and fear in
itself?

-- about the change in generations in America?

~— about the way sensitive Americans think?

The author says that American children of her generation

were
were

they!

grow

brought up to expect a stable, secure world, and
taken by surprise when they found that the world
d grown up in wasn't that way; but children today
up feeling insecure from the very start of their

lives. Why this change, do you think? What's happened
in America, to the world, over these past ten, twenty,

thirty, forty vears, to create this change in the mind
of the young?

Would this article appear in your culture? If not,
why not?

How is this article uniquely American? And how does it
reflect the plights, minds, hearts of all of us in the

world?

[ —

The change, as described in the article, in America's
children of today and their knowledge of the world and
insecurity in the world -- do you sense that this is

true
good

in the children of your culture too? Is this a
thing or a bad thing, do you think?

The Bomb:

Due to the bomb's threat -~ and,’

Do you think about that at all? Does the possi-

bility of nuclear annihilation ever enter your
mind?

as well, to innumerable

other elements of modern life -- it's been claimed +hat
people today (not just children) are much more nervous
and insecure than ever before in histéry -- and that
perhaps we've lost that sense of joy about being alive

that

our predecessors felt.

Continued . .
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WORRYING ABOUT THE BOMB {cont.)

(4.) Does this make sense to you? Do you think it's true?

5.

Think of our lives in comparigson to the lives of people
living in a small village long ago, laboring in their
fields, knowing of no world beyond . . . Stretch youxr
imagination -- beyond all those obvious material dif-

ferences, how might that basic feeling of joy about
life compare?

What's going to happen to the world? Where are we
headed? Are we going to blow ourselves to bits? Or,
are we in the future going to become, out of necessgity,
as skilled in living harmoniously with one another as
we are now in building machines and weapons?

What do you think is going to happen?
In 100 years? 200? 5007

(Language instruction based on the discussion of Steps
1 through 4)
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NUCLEAR PROTEST
(IV Transcript - ABC News)

People filled the Taunton Green this afternoon and listened to
speeches by opponents of nuclear waste sites in residential areas.
Activist Dick Gregory condemned the Taunton site, while Congresswoman
Margaret Heckler was also there. Heckler is looking into a recent
study that contradicts an NBC report which lists the Taunton Dump as
having low levels of radiation. When the rally broke up, the protesters
marched to the dump site. Heckler says she's also looking into ways
that nuclear wastes might be converted into a substance called ethanol,
which produces gaschol —— instead of simply dumping the wastes.

In Oklahoma today, anti-nuclear demonstrators made it to within
several hundred yards of the reactor core site of that state's first
nuclear powerplant. About five hundred members of the Sunbelt Alliance
marched on the Black Fox Station construction site near Tulsa; heavy
rain kept others away. All the protesters were arrested and charged
with trespassing, and then carried off in police vans. Among those
picked up were television reporters and their camera crews.

In the Boston area, the cry is similar this weekend:

[Fragment of a guitarist's song: "A politician's mouth
don't worry..."] '

Armed with banners and petitions, demonstrators gathered near the Draper
Labs in Cambridge today, protesting that company 's making of guidance
systems used in nuclear missiles. The demonstrators stressed that there
is a link between nuclear power and nuclear weapons, and called on
Draper to put their resources into such things as housing and education.

In Rome, Massachusetts, twenty-one protesters were arrested at the
main gate of the Yankee Atomic Powerplant today. About two hundred
people staged a sit-in at the plant; it's all part of what anti-nuclear
activists are calling International Nuclear Protest Weekend.
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NUCLEAR PROTEST:

1. What did you just hear?
What is it that the protesters are protesting?

What's happening to many of the protesters? Where
are they being sent?

2. Why are the protesters protesting? What does it seem
the protesters believe -- about nuclear power? about
their own personal power to influence the large-scale
course of events? about the relation of their beliefs
and their consciences to the law?

Do you think that such protests are a good thing for

America? Or a bad thing for America? Why do you think
what you do?

3. Do protests occur in your country? against nuclear
power? against other things? What? Are such protests
a good thing for your country, or a bad thing? Why do
you believe what yvou believe?

4. An American philosopher named Thoreau once said:

"In an unjust society, the only place for the just
man is in prison." :

Do you agree with this statement? ...
—-—- What is justice? How is one to know for sure
when one's society is being unjust? After
all, don't we, as individuals, obtain our
conceptions of justice from our cultural
molding -- so, how can we ever know for cer-
tain what Jjustice is? . . . But, on the other

hand, isn't it clear, in eachof our hearts,
what justice is -~ that it's wrong to murder,
to steal, to lie? . . . Or, is it not so
clear what justice is? What about something
like war? When is war just? And when is it
unjust? Are you sure? On what basis do you

make this judgement of yours -- How do you
know? . . .

Would you ever protest? Say that your country did
something that you know in your heart was wrong -- say,
started an unjust war. Would you protest? How far
might you go in protest? -- Use your imagination --

Continued . .
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NUCLEAR PROTEST (cont.)
(4.) Would you:

-~ talk to friends?

-- write letters to newspapers and officials?
-— engage in peaceful demonstrations?

-- break the law?

~= blow up buildings?

-~ kill people?

How far might you go, if you
knew that you were right? How
far can you imagine yourself
going?

5. (Language instruction, based on the discussion of Steps
1 through 4)
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BANGLADESH

fuel he uses leaves and twigs. He hag, of

course, no laxat.ory or running water,
It was late in the dry season when 1

visited the village. One of the barbey a

~ children, his seventh, was lying naked

on the floor of pounded earth in the hut,
her stomach swollen like a soccer ball,
her legs finger-thin and wasted. The
mother appeared reluctantly with twg
other children. Her neck bulged hugely
with goiter. Her eyes indicated anemia,
The two other children, including the
latest arrival at her breast, suffered
like the third child from advanced mal-
nutrition.

Walking on with a twenty-four-year-
old paramedic named Eva Banergee,
who came from a village like this and
now heads a small team of barefoot
doctors, I saw many children who had
never known what it was like to have a
satisfactory meal. “They need every-
thing,” said Eva Banergee. “They need
more food. They need green vegetables.
They need medicines.”

Rural despair

For Shapmari read Bangladesh. For
this is a land of farmers and grinding
rural poverty. Almost 70 percent of all
farmers own only two acres of land or
less. Yet the smallest economically via-
ble farm is about three acres. Around
40 to 50 percent of the rural people are
landless or semi-landless, owning a
third of an acre or less. Another 20

- percent have one to two acres and, like

the landless and semi-landless, are be-
low the subsistence level. Unless the
present trends can be reversed, they
have nothing to look forward to but
malnutrition, constant hunger, disease,
and early death.

“Nowhere in the world is there any-
thing like so much poverty shared by so
many squeezed into so little land area,”
said a 1976 government report. About
60 million of the 84 million people have
a per capita income of less than twenty-
five cents a day. Millions live like the

barber of Shapmari. Only one person in

ten can resd and write, and perhaps one
in five knows how to write his name.

Grandiose plans for education ignore

the fact that a family on the starvation
line cannot do without the extra hands
of the children to pick up sticks and
grass and mind the richer neighbor's
cow. Schooling is 2 luxary the desper-
ately poor cannot afford. A shoeshine




BANGLADESH/TROPICAL VACATION:

1.

2.

What do you see here? What is your immediate reaction?

Is it morally wrong for a rich person from America (ox
any wealthy nation) to go on a luxurious vacation when
there are people in the world who are starving?

Or, is it all right?

Or, does it depend upon the person and the situation?
If this is the case -- when is it right? When is it
wrong?

Or, is it impossible (or unnecessary) to make any such
judgements? . . . Why? Aren't some such judgements
necessary to make, given the fact that we're alive and
a part of this world? Or, isn't this true?

What is the responsibility of America, and of the people
of America, towards the poorer nations and people of the

- world?

1s your nation's responsibility different from my nation's
respongibility? Why? Is your responsibility different
from my responsibility? Why?

What should we do?

The phraée "all men are brothers" -- is this a fact? an
ideal? a delusion? ’

Let's interpret the phrase to mean "one should view a
peasant from Bangladesh in the same that one views one's
relative or neighbor" . . . What do you think about this
meaning?

-~ is the phrase a fine ideal, impossible to realize,
perhaps, but important to bear in mind?

-— or, is it a poor ideal to bear in mind, since its
effect, given all the world's misery, is only to
make us feel wretchedly guilty? (and there's nothing
we can do . . .

-= or, is it simply untrue, in that there is no basic
link between one's relatives and neighbors and a
peasant from Bangladesh?

~— or, what? . . .

Continued . . .
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BANGLADESH/TROPICAL VACATION (cont.)
(4.) Given what we've just concluded --

What responsibility do you and I have (as people

who are intelligent and well-off) towards the poor
in the world?

If we do have a responsibility, then how are we to
g meet it? Should we give money or time to some con-
) cerned organization? Or, simply stay aware of the
world's situation? Or, pay our taxes? Or, not
interfere at all, but simply live our lives as best
we're able where we are? . . . Or, what?

What can/should we do?

5. (Language instruction based on the discussion of Steps
1 through 4)
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JONESTOWN
(Radio Transcript - CBS News)

Some Americans have returned from Guyana following a horrifying
weekend at the Jonestown commune. This is Doug Polling, reporting on
the CBS Radio Network.

The Americans arrived in San Francisco Monday night, and were ques—
tioned by the FBI. They had gone to Guyana to try to convince other cult
members to come back. One of them was at the Jonestown airstrip Saturday
when the shooting broke out. Harold Dow has the report:

"James Cobb, Jr., arrived in San Francisco a few hours ago, and
told for the first time the story of how he stayed alive. He says
that when he heard the first shots and saw people fall to the
ground, he didn’t think what he was seeing was real:

'T saw people fall at close range, and I knew it was real -—
and so I just turned around and ran into the jungle for
about two hours. It was too dark, I couldn't see, and so I
climbed up a tree and spent the night there. There were
tigers and cheetahs in the woods; I was lucky to get away
from there ...'

Cobb and seven others who came home are being heavily guarded. The
FBI has already conducted interviews with them —— they're trying

to ascertain if the People's Temple Church violated any laws in the
United States. (Harold Dow, CBS News, San Francisco)"

About an hour ago, a U. S. military plane arrived in Charleston,
South Carolina, carrying the bodies of Congressman Leo Ryan and three
American journalists who died in the hail of gunfire. Authorities in
Guyana say that more than four hundred cult members died, either from
taking poison or from gunshot wounds; among them was cult leader Jones.
Another six hundred to eight hundred cult members fled into the jungle
and are being sought . . . .
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JONESTOWN :
1, What did you just hear?
2. Do you know about the event the broadcast ig referring
to? Tell me what you know --
Why did it happen? Why did aiil those people kill them-
selves?
~= were they crazy?
~T were they hypnotized by their leader?
—= or, what? . . .
Do you think that they were relatively normal peocple,
like you and me? Or, were they essentially different
from you and me? How?
Again: Why did it happen?
3.

(The instructor briefly describes the cult phenomenon
in America)

Are there cults in your culture? _
If so, why do people join them, do you think?
If not, why not? How is your culture different
from American culture in that people don't feel
the need to join cults?

Can you imagine an event like Jonestown taking place
among people of your own culture? If you try very hard
~T can you imagine such a thing taking place?

e — ey —

a few of them, Provide such neaning . .

Is this loss of faith occurring in your culture?

Or, is traditional religion holding strong? What
do most people now believe in your culture? What
faith do they hold? Do children and parents and
grandparents generally share the same faith, and

the same strength of belief? Or, are younger people
less religious than their elders?

Continued , . ,




JONESTOWN (cont.)

4, What about you? What do you believe, in an ultimate
sense? (careful here . . .)

How do your beliefs help you to live your life?

Once more: Why did those people at Jonastown kill
themselves?

5. (Language instmuction based on the discussion of Steps
1 through 4)

O N L S o
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Summary

Aside from the two basic criteria for materials selec-
tion and use discussed in earlier chapters ~- (1) items
should be from American media, and (2) items of a.pictorial

nature should be used with low-proficiency ESOL classes, with

items in print or on tape used as classes progressively gain
the abkility to understand them -~ there is a third criterion

= to be considered, one which is the most important of all:

. items to be examined through the questioning process should
-be interesting to students. If a given ESOL class is in
America, one way to meet this criteria is to have students
themselves select items from American media for use in the
questioning process; if the class is abroad, the instructor
would do well to have gathered, in xerox and cassette form, a
collection of items from Ameriéan media from which the in-
structor or students may select particular items for use in
questioning as befits class interest,

While the broad steps of the questioning process are

best generally adhered to in questioning process' course, the

particular paths of inquiry that the questioning process may

take with a specific instructor, a specific class, and a
specific item, are highly variable -- each instructor will
likely evolve, through thought and classroom experience, his

s own particular way of directing the questioning process's

3 "inquiry.
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APPENDIX

THE QUESTIONING PROCESS IN THE ESOL CLASSROOM —~
' A SUBJECTIVE ADDENDA

In the preceding two chapters, we have examined the
techniques, procedures, and materials to be used with the
questioning process in the ESOL classroom. Our examination
has been objective in tone -~ the objeétivity of our examina-
tion has been essential to the clear communication of its
points; but, in fact, the questioning process as an approach
to ESOL did not simply spring fully and objectively conceived
onto these pages. Rather, it is the product of much thought
and slow trial-~and-error in the various ESOL classrooms in
which I have taqght over the past year: in Toluca, Mexico,
last winter (January - March 1979), and at Yale University's
ESOL Program last summer {(June - August 1979). 1In the pages
that follow, I set forth a subjective addenda to the objec-
tive delineation of the questioning process as applied to
ESOL -- an addenda which adds to that delineation the sugges-
tions and insights that I have come to in the course of my
past year of using the questioning process in the ESOL class-
room. These suggestions and insights that I have come to
will, I think, be of benefit to other ESOL instructors who

may utilize the questioning process -- perhaps to you who

read this.

The appendix is organized as follows: First, we will

look at materials -- I will discuss the sources for materials
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that I have found valuable, and will describe my attempts to
use items from foreignh media in the questioning process in
the ESOL classroom. We will then look at linguistic instruc-
tion in the questioning process's steps -—- I'll briefly dis-
cuss some of my techniques in such instruction -- and then
.turn to an in-depth examination of the facilitation of the
questioning procesg's inquiry: 1I'11 tell of my techniques
with low-proficiency ESOL clagses, of my experiences and
insights with high-proficiency ESOL classes, and of my pres-
ent concept of my role as facilitator of the questioning
process's inquiry. I will then éiscuss my idea of where the
dquestioning process and its direction might ultimately lead
a class; and I will conclude this appendix and this project
by citing two incidents from my classes of the past year that
reveal how deep the guestioning process might go in its fa-

cilitation of awareness and of communication.

Materials Selection and Use

Ideas for Sources

It might seem that the collection of materials advocated
on page 114 would be a very time-consuming process; but it
need not be so -- if you who seek to gather such a collection
keep in mind your collector's function when you read .a news-

paper or a magazine, vou will within a few months possess an

.extensive collection of interesting clippings'(or,-if you

read in the library, of xerox copies). Satisfactory tapings
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of radio and TV broadcasts may be somewhat more difficult to
obtain than clippings or xeroxes -- but, here too, if in an
evening's watching or listening you have a cassette recorder
on hand, you will likely come up with a number of interesting
items on taﬁe, of a sound guality not great, but usable. TIf
you know of anyone with a combination radio/cassette player,
borrow it and use it for making radio tapes -- for the sound
quality of recordings made from such units is far superior to
those made using a hand-held microphone.

Pictures too are not nearly as difficult to collect as
might be supposed; there are all kinds of sources from which

pPictures may be found: . National Geographic has photographs

of people and places from Harlem to Honolulu; People has pic-
tures of all the celebrities you'd ever want to see; Psychol-
ogy Today carries wonderful graphics, illustrating the prob-

lems of modern life; Life and The Saturday Evening Post are

loaded with pictures on all kinds of American topics; Saturday

Review and The New Yorker have fine cartoons; newspapers have

their news photographs and comic strips; and picture books
dealing with American history and geography are to be found

in most every library. If found in a library, items from such
sources will of.course have to be xeroxed (which isn't so bad,
since xeroxes of pictures generally compare in clarity with

their originals, and since xeroxes tend to have a longer span

‘of use than pictures clipped from magazines, which rapidly

become worn and crinkled): but, often, such sources of’
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from Working, by Studs Terkel (editor), New York:

TIM DEVLIN

He suffered a nervous breakdown and was in the hosp.ii_gi-
for three months. He's been our for a year, “I'm thitl}.
years old and I sometimes feel fijty.” (Laughs.) -

Right now I'm doing work that 1 detest. T'm a janitor: 8-
a dirty job. You work hard. When Pm at work 1 wear 4
uniform, gray khaki pants and a gray shirt. It’s baggy.
pants, It's what you see a lot of janitors wearing, This B
the kind of work I used to think niggers would do or hilk
billies or DPs. You don't associate with people like that
. Now I'm one of them. -

“You're a bum"—this is the picture I have of mysell

. Tma fiop because of what I've come to. There's five of us
at work here, It's a housing project. Three can barely
speak a word of English. They’re DPs. They work very

| Pard and don’t complain, They're petfectly content, but
- I'm ot It’s a dead end. To

. night I'm gonna meet g coupla

i of friends at a bar, 1 haven't seen them for a long time. ¥
feel inferior. Il bullshit ‘em. Tll say I'm a lawyer or

' something, .

| When You meet somebody at a party they ask, “What
do you do? I bulishit ‘em. I tell ‘em anything. Their
minds are like a computer. “I'm a CPA." Oh, he's gotta

; make at Teast eighteen-thousand a year. Hes & success. If
1said T was an electrician, they'd think T make nine dol-
lars an hour. If yoy say, “T'm a janitor"—ooohhh! You get
this feeling that vou are low. It's a blow to my ego. Who

¥ants to be a janitor? They even call them maintenance
engineers,

chuck it all and just not do anything, My whole outlook
on work is different than it was, I'd be free if 1 could say
'm a janitor . . , 1f I could only say, “I'm Tim Devlin and
I enjoy what I'm doing!” _ .

Tve had college fraining and I'd been in sales almost
eicht years, T was right off the assembly line: In life you
“eCome a success to get ahead: money is the key to judge

_ Meople by. That was my childhood thing—the big office,
the big car, the big house. 1 was doing as pood as I
¥%anted to be. I could have done much better,

I' fell in love and thought it was the most beautifu] ex-
Penence in the world. Shortly after T was married I found
out that my wife—Pm not blaming her—was interested in
m}oney. She was judging me against other people my age.
“a§ I 2 financial success? I put in long hours. T got this
fecling 1 wag just a machine. T felt at the end of the week,

n"crc;s the money. Now do you love me? Am I a better
T :

.I was selling a photacapy machine for $1.250. Mv com-

;‘-.l‘:\a‘on was $300. The toral vajue of the machine was
80, T thought, Tesus Christ, there’s something wrong

e, If it costs $480, why can’t it be sold for $480—for
n of grofit as possivle, nat for as my<h

-open for me would be sales work
. -0mé any more, My God, I'd have to start-off with maybe a

127
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profit as possible? I'm looking toward a utopian society,
ain't I? I didn't feel proud of myself.

I was one of their soldiers. I read the sales manuals, I
the customer says this, you say that, Turn him around, et
him in the palm of your hand, and—booml—get him'to
sign on the dotted line. You give him bullshit. You wigsle,

. You finagle, you sell yourself, and you get him to sign,

Pow! you won 2 round. The next day .is another round,
What the hell am I doing? I don't enjoy it. My marriage is
turning sour. I'm making good money. I have a company

. car. This is what 'my wife wants, but I feel bad. I begin to

question things. Tt blew the whole marriage. .

I never talk about it to anyone. People would think T'm
a communist or I'm going crazy. A person that's making
money shouldn’t question the source of it. [ always kept it
to myself. This was the American Dream. This s what my
father was always pounding into my head. _

I learned this angle thing from my father. He was al-
ways trying for some gimmick to make a lot of money.
He didn’t want to spend the rest of his life as a tradcsm:m.
He was always trying to open up a business or a franc}_nse.
He lost every dime he made. He believed in the Amerlr.:an
Dream. We should examine this dream. If I sell a machine
that’s worth $480 for $1,250, is that the American Dream?

When I got divorced it hit me bad. T went through a
crisis. T blamed the system, I blamed the couniry, |
blamed God. This is where the nervous breakdown came
in. I just didn’t give a shit any more. T didn't want to ses
anyone any more. I didn’t want to hear someone tel_i me,
“Yeah, next week I'm gonna get a promotion to district
-manager.”” Big deal. I don’t give a goddamn if hf:'s‘ gonna
be President of the United States. I'm cynical. This is what
I'm carrying around with me. ‘

When I was selling, my friends looked up to me. Ore
worked in a bakery. Another was driving a cab and deliv-
ering pizza. They were thinking. “Maybe I ought to £o
into sales.” A salesman! You wear a suit every day, vou
drive a company car. Now they call them account execu-
tives. A CTA bus driver may make more money, but yed
have a white shirt, a tie ... My sisters are all married 10
white-shirts. .

A lot of people are considered failures but it's not the's
fault. T don’t know exactly what ] want to do. I don?
want to go back in the rat race. Will it be the same thizg

ggain? Pve had offers to go back into sales—to be a con
arlist. But I've gotten turned off. I think I missed the boat.
It Y could do it all over again, T would have gone into the
_.Beld of mental health, really finding out what makes peo-
“ e tick. T would love to find out why people think it's im-
‘portant to be a success, .
] do want to make it flnancially, But the only thing
again. I'm not twenty-

bundred and a quarter a week, That really isn't any
‘money. That's just enough to put a roof over your head, If
I'do apple polishing, 1 might make assistant manager in
fen -years-——and maybe a lot of titles along the way. I'm
airaid that’s the only way open for me now. T guess I
could buy stock, get remarried, and be part of what the-
spstem’s all about. But I really question the system ., ,
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pictures may be found for the taking: Used bookétores and

Salvation Army stores frequently have huge piles of old

National Geographics lying around, on sale for a quarter or
fifty cents a copy; from such a haul, hundreds of pictures
may be found, for use with ESQL classes and with ESOL's
guestioning process.

The most valuable sources I've yet come across for use
in the questioning process, and in teaching American language
and culfure in general, are Studs Terkel's books, Working,

Division Street, and Hard Times (all currently in print as

paperbacks published by Avon). These books consist of ver-
batim transcripts of hundreds of conversations that Terkel
has had with a wide variety of 'typical' Americans ("Tim
Devlinf, on page 127, is an example of one such transcript);
they are of value for the ESOL classroom, not only in that
they show how contemporary American language is actually used
by its speakers, but as well because Terkel has such an
astonishing gift for bringing those with whom he talks to
open themselves up, to reveal their hearts and minds. The
books reveal how Americans think and feel. They are thus
ideal for use with the questioning proéess -~ for examination
of students' selves based upon the examination of a self of

another culture about which they have read. For ESOL classes

of relatively high proficiency, Terkel's books -- particu-
r larly Working —- are, as far as I am concerned, essential
texts.

apdamsanm
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The Use of Items from Foreign Media

While the items from media whose collection we have been
discussing are obviously of real and multiple benefit to the
ESOL classes which will utilize them, I am not happy with the
idea of using exclusively items from American media with the
questioning process in the ESOL classroom -- to use exclu-
sively such items in a process aimed, in part, at the facili-
tation of growth in self and cultural awareness in students
smacks, to me, of cultural chauvinism. To avoid such chauvi-
nism, it seems preferable to, say, alternate items from
American culture with items from students' own culture(s)
for use in questioning -- students could translate items from
the media of their own culture into English, and then perhaps
lead the ensuing questioning.

Unfortunately, such an alternation has never vet worked
well in any of the classes in which I've tried it. In Mexico,
I tried having each of my students in my advanced classes
translate and bring to class an item from Mexican media, to
subject to the class's analysis; aﬁd at Yale, I had students
scour the New Haven newsstands in search of articles either
from their country or about their country, which I'd then
xerox and distribute for the class's guestioning, to be led
by each student in turn. But neither of these experiments
worked: 1In Mexico, my students seemed +o have great diffi-
culty with their translating, and at Yale, most students
seemed to be unable to find articles from or about their

country . . . and in general, it seemed that students were
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guite wary of taking the initiative in their English class,
in gathering their own material and facilitating its exami—
nation through questioning. What my students wanted to ex-
amine was material from American media and cultﬁre, material
that I had found, and the examination of which I would facil-
itate. And so, such material is what I provided them with,
and such material is what we examined in the questioning
process.

In future classes, I'll continue to try to broaden,
culturally, this materials base for the questioning process,
in the ways I've referred to above, but without unduly push-
ing students. It seems to me that such broadening could be
very important to the questioning process's pursuit of growth
in self and cultural awareness —- but if students are not
interested, as mine thus far have not been, then it would
seem that the guestioning process can only continue on its

basis of, largely, if not exclusively, American media.

Language Instruction

The area of language instruction has, I feel, been suf-
ficiently covered in Chapter Three; but my subjective im-
pressions and experiences in the classroom may serve for the
reader to clarify that examination. I will present what I

have learned in step-by-step order.

Step One
The techniques for explicating items from media in the

ESOL classroom discussed on pages 91-95 are technigues that
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I have used in ESOL instruction and found to be successful.
The only activity suggested there that I have not success—
fully utilized is that of using pictures in the course of
step one to explain grammar points or to engage students in
various language activities apart from the straightforward
procedure of the questioning process. I have found that such
use of pictures tends to sidetrack the questioning process,
so that it does not fully get started: by the time students
—-- particularly younger students -- have been looking at a
picture, utilizing a picture for twenty or thirty minutes,
they may be tired of it, and unenthusiastic about examining
it further. I ﬁrefer to confine comprehensive language in-
struction to step five, when the questioning process is
either well underway or has completed its course, rather than
giving such instruction before the process has begun. (This
question may lead to the larger quéstion of priorities in
low-proficiency classes: Which comes first —- language in-
struction or questioning? Presumably the former, but each

class and instructor will have to decide that for themselves.)

Steps Two, Three, Pour

Language instruction in steps two, three, and four was,
in Chapter Three, left somewhat problematic -~ a matter for
each teacher and each class to work out as it will; this is

because I myself have been unable to come to any firm

conclusions.
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When I first began using the questioning process in
Mexico, I tried to aveid having to listen for students' lan-
guage misusage while facilitating discussion, by taping all
discussion in my two relatively proficient classes, listening
to it at home, and teaching students their mistakes in the
subsequent class session. This technique quickly proved to
be impracticable for me {perhaps it wouldn't be impracticable
for an instructor more. hard-working than I) due to the sheer
volume of discussion taking place -- I just didn't have time
to monitor it all; and so, I switched to the technique of
transcribing student errors onto paper as I heard them and
subsequently giving language instruction based on those
errors. This technique has proven to be satisfactory with
high-proficiency ESOL classes, which don't make many mistakes;
but for voluble but not-so-proficient ESOL classes, it has not
proved to be so satisfactory. -- In such classes, simultane-
ously following and facilitating discussion, and noting and
transcribing students' language errors, becomes an enormous
task. At this point, though, transcription, augmented by
brief tape recording for use in class, seems to me to be the
most effective way to monitor language usage by such classes.
As for low~proficiency classes, classes in which student
errors are frequent and discussion is fairly slow in pace,

I have found both cassette recording and transcription to be
reffective means of monitoring language usage: I have found

g the former to be better when I want to comprehensively monitor
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students' speech, and subseguently comprehensively instruct
them; I have found the latter to be better when I want to
more unobtrusively monitor students' longer discussions.
Accordingly, I use these two techniques in conjunction.

The biggest problem I've had in using discussion and
its monitoring as a means of teaching ESOL is that often
correction doesn't seem to stick -- students will make mis-
takes in discussion, and will subsequently be taught the
corrections to their mistakes, and will seem to understand
. . . and then, in the next dicsussion, they'll make the
same mistake over again . . . and so on. The solution to
this problem, I've found, is to make a point of interrupting
students in the course of their contribution to discussion
if they make a mistake that they've been taught not to make.
We discussed this technique in Chapter Three (page 103), and
decided that interruption may be called for if a student
makes the same mistake over and over again, or otherwise
makes language mistakes that he knows much better than to
make. This may seem like a rather insensitive practice on
the part of the instructor -- interrupting and thus perhaps
destroying some student's heartfelt utterance about God or
love or war because he left out a 'do' or used a wrong
tense -- but I've found that it is the best way, and some-

times the only way, to make English correction and instruc-

' tion stick in students' minds. I will interrupt simply by

saying "stop" . . . and generally the student will immedi-

ately recognize his mistake, correct himself, and continue;
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if he doesn't, the other members of the class will help him

with his correction, or, if absolutely necessary, I will.help
him with his correction. This technique seems to work —-
students rarely continue to make the same mistakes over

aéain (though they generally find no shortage of new mis-

takes to make).

Step Five

Step five of the questioning process is, as we've seen,
not necessarily a separate and discrete step from £he ques—
tioning process' other steps -- with low-proficiency
classes especially; it may be interspersed throughout those
other steps; whenever a pause in discussion is reached, brief
language instruction may take place. Initially I did not

like this idea: It seemed to me that the questioning

process' discussion and language instruction should be kept
apart, in accordance with their separate goals. But I rap-
idly saw -- and was indirectly told -- in the classroom, both
in Mexico and at Yale, that such separation is often not fair
to students, who want to be corrected and taught their lan-
guage errors soon after making them, instead of waiting for
that indefinite time at which discussion ends and language
instruction begins. Accordingly, I have now learned that
language instruction and discussion should be interspersed
~as much as students want -- not only will such interspersion
provide students with immediate feedback as to their language

usage, thus enabling them to learn English more effectively,
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but it may, as well, provide them with the security they
need in order to fully pursue, in a foreign language, growth
in awareness through questioning. With my low-proficiency
classes, there has generally tended to be enough natural
pauses in discuséion to allow interspersed instruction to
take place without disrupting the course of the questioniﬁg
process' 1inquiry; with higher-proficiency classes, finding
such natural pauses in discussion has proven to be mére of

a problem -- Ifve found that I must be on the alert for such
pauses in inquiry, to take maximum advantage of them for
language instruction when they occur.

Step five, as we've seen, is a step especially open to
innovation: This is the step in which the questioning
process may be linked with CLL, or Silent‘Way, or any number
of methods of ESOL instruction. I myself have always been
fairly conservative in this step, teaching students the
points of the English language they need to learn through
straightforward blackboard explication and student response.
My feeling has been that the questioning process, with its
emphasis on self-exploration, is so different from most stu-
dents' expectations of what an English class should be, that
I will at least keep its English instruction within the
bounds of the familiar -- but perhaps this is simply an idi-

osyncracy on my part. Perhaps you who read this will explore

these possibilities as I have not.
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Facilitation of the Questioning Process' ' Inguiry

Let us now turn from our examination of linguistic in-
struction in the questioning process to an examination of
the guestioning process' inquiry and discussioﬁ, and the
instructor's role in facilitating such. First i will dis-
cuss how I have found the questioning process to be most
effectively facilitated with low-proficiency classes. Then
we will consider the questioning process and its inguiry in
higher~proficiency classes; I will recount several of my
classroom experiences in facilitating the guestioning proc-
esé, and will then make a brief statement, based on my
experience, of how I define my role as the facilitator of
students' inquiry in the ESOL classroom. ILastly, I will
describe my conception of how the questioning process might

ideally evolve with an ESOL class.

Low-Proficiency ESOL Classes

In my experience, facilitation of discussion with low-
proficiency ESOL classes (as discussed on page 102) is an
extremely tricky matter ~- in some low-proficiency classes,
discussion in the guestioning process works incredibly well;
in other such classes, it is a dismal failure (I have ex-
perienced both over this past vear's teaching). Success or
failure is at least partly a product of each particular
class and its unique interpersonal chemistry; but the in-

structor can do much to augment the chances for success.

The key strategy to encourage such success has, I've found,
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been this: The questioning process should be implemented
very gradually with low-proficiency ESOL classes, so that

by the time they are asked to engage in discussion, they are
ready for it -- both in terms of their linguistic confidence
and their trust in the instructor and in one andther._ Prac-
tically, what this has meant for me is that in the initial
few days or weeks of teaching a low-proficiency class I will
simply teach English to the class through the use of pictures
(along with other methods and techniques of language instruc-
tion), rather than tryihg to pursue the gquestioning process
-— I will ask students to describe what they see in pictures,
and perhaps to imagine and tell a story about ﬁhat they sée

. « . and leave it at that, until, perhaps after a week of
class, I will ask: "What does this picture tell you about
‘America? . . . Could this happen in your culture?" After a
week or two more of relatively undemanding cross-cultural
comparison, I will begin asking students more personal ques—
tions: '"What do you think about this? What does this mean
for you?" -- and we ag a class will then be engaged in the
questioning process in full. The exact timing of this
gradual introduction of the questioning process to low--
proficiency classes I have found to be a highly intuitive
matter, different for each different clasgs I've taught; but
the general principle of such gradual introduction is, in my -

. experience, worth adhering to.
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through translation into Studentg’ native tongue) , Studentg

wWould then Write out thejyp answerg .. One, two, three sen-

Generally Speaking, 1 don't think that this jg 4 good

technique to use, for it Slcourages dependence on the Written

to sueh bPerscnay inVOIVement With the language, and thyg to

discﬁssion. In fact, the clggg With which I useqg thig
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technique was, by Cclass'g finish, engaging in brief but

Neaningfyj discussion, in accordance With the questioning

with relative ease; nonetheless, as I'ye learned, dreat care

must phe €Xercised ip that facilitation._ The biggest Mmistake

Pared tq ehgage ip deeply Personag] ©xploration in English,

he interpersonal
trust necessary for Such exXpression —. and they may deeply
resent any effort On the part Of the instructor to force
such‘expression. Accordingly, the questioning Process wjtp

Such classeg shoulg initially be facilitated 50 as to Cover
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a lon-revealing or threatening way, or to exchange Personal
Opinions on g relatively milg issue}rbut potential contro-
Versy or Potentially uncomfortable self-exposure.should be
avoided. Later on, deep personal sharing may take place -~-
but it can take place only of jitg Own accord, as trust in
the classroomsufficiently drows to allow it +to happen. By
the time the aforementioned class had run its course, we
were discussing, through the questioning Process, our views
of romantic love,.political revolution, right and wrong,
our religious beliefs, our memories andg hopes ang fears . . .
but this depth of sharing coulgd come about only when the

class was ready for it to come about.

The Necessitz for Authority

The Questioning Process, thus, cannot be forced upon an
ESOL clasg, whether of low*proficiency or high-proficiency,
but only embarked upon as a class ig ready. This does not

mean, however, that the instructor may relinquish'his direc-~
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in questioning, stopped directing the process beyond the
examination of an item and its'implications for American
Culture -- the remaining steps of inquiry I left for the
class to formulate as it would. The result was drifting
chaos -- discussion in those remaining steps disintegrated
‘into series of anecdotes and asidesg having nothing to do
with one another. When finally I reasserted my authority
in directing all steps of questioning, the class was enor-

mously relieved: "Finally we're doing something!"; and from

this, I learned that, just as I cannot force the questioning
Process on an ESOL class that is not ready for it, so too I
cannot simply sit back and eXpect a class to take upon it-
self the direction of the questioning Process. Here is the
pPosition I have come to, based on the trial and error of my
experiences in directing the questioning process's inquiry

in the ESOL classroom: I must direct the questioning process

in such a way that it meetg students where they are, both
llngulstlcally and 1nterpersonally, and does not force them
into a direction that they do not want to take; but at the
same time, T must not relinquish my direction, to let stu-
dents try to define that direction for themselves -- for

such relinguishment may well mean that the class goes
nowhere. Perhaps in the future T will teach a class in which
this latter Yestriction does not hold -- certainly future
wclassroom experiences may change my views; but for now, I see

my role in the facilitation of the questioning pProcess's
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inquiry as being that of a 'sensitive authority' -- 7 will
be sensitive to studentg? needs, but I will also be in com-

plete control of what happens in My classes, and in the

questioning,

The Potential Evolution of the Questioning Process

Despite the above conclusion, and despite my classroom
€Xperiences thus far, I can envision a situation in which
Students take over for themselves the questioning process
in their ESOI, c¢lass, in which student initiative evolves to
become the rule of the class. such an evolution might work
itself out as follows. at first (as T tried, without suc-
cess), such initiative woulg take place in steps three and
four of the questioning procesg -~ the instructor pPresents
an item and directs its eéxXamination in terme of American
culture, and then students take over, direct itg ekamina-
tion in light of théir own cﬁlture and in light of them-
selves, Ourselves, as people, Later, the entire procesgs
could be directed by students, with the eXxception of step

five —-- students bring in items from their own culture'sg

viding no facilitation, no direction; rather, simply listen-

ing, and participating as appropriate. Only in step five,
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the step of language instruction, would the inétructor for-
mally act as instructor.

As I have indicated, such an evolution has never yvet
even bégun to occur in any of the ESOL classes I've taught;
and perhaps it never will. All the same, I continue to be-
lieve that such an evolution is possible, with a certain
kind of chemistry in a class; and while T won't hold my
breath, 1 hope to teach such a class someday. Such a class

would, for me, represent the questioning process at its ul-

guage, and teach them of a new culture -- and pursue his own
growth in awareness ag students pursue theirs: pursﬁit,
growth to be shared in the classroom by teacher ang students
as simply people, people engaged in a common endeavor, the
most important endeavor of all.

In the meantime -- though I've had my full share of
close calls, momentary failures -- a]1l I can say is that the
questioning process seems to have worked in the ESOL classes
I've taught, both in its instruction of English and its fa-
cilitation of growth in self and cultural awareness; such,
anyway, has been the feedback, written and oral, that almost
all of my students in my classes in Mexico and at Yale have
given me. Certalnly I have much more t+o learn about the

questioning processg and how to facilitate it in the ESOIL




thus far worked in my classes, and I wilj] continue to use it,

and refine it, in the foreseeable future.

Two Classroonm Examgles

fourteen, relatively fluent ip English, and their Eng-
lish teacher from their high school; it's the Sparsest

attendance we've yet had in the clasg., 1 half—heartedly
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futures: "Where are each of you going to be on thisg
morning five years from now? . . - Shut your eyes,
imagine, tell us . . -" Ten minutes later, a young

Coleombian was chattering away the story of his coming
Success, only to look up and see Wilhelm —- a blond
and always-smiling German, middle-aged but seeming
much younger -- sobbing his eyes out. We carried on
as a class, in slightly hushed tones . . . until
Wilhelm could rejoin, telling a tale of his future

office life he couldn't have much believed.

I had an idea what was going on in Wilhelm's mind —-
he'd had a heart attack two years before, he'd told
me; in his vision of his future, he probably had seen
another, and this time with no more arising to carry
on. I saw him the next day at lunch, briefly, a few
hours before he was to board a train to New York and

a jet back home to Berlin: T didn't want to embarrass
him, but felt bound to acknowledge what he had done
for me. I told him as quickly and as matter-of-factly
as I could that what had happened in our class the

day before had made me remember some essential things
-— I'd found myself crying my own small share that
evening. He said nothing, put his hand on my shoulder;
we looked at one another until both our pairs of eyes

started getting watery . . . then smiled at one another,
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smiles knowing and self-conscious at once . . . shook

hands . . . parted.

Such occurrences are, needless to say, hardly typical
of what generally occufs between people in and through the
questioning process -- breakthroughs in communication such
as these do not happen through procedure and plan, but only
through serendipity —— the play of serendipity on a founda-
tion of common trust. Nevertheless, it is these kinds of
occurrences which confirm my faith in the questioning
bProcess, not simély a8 an approach to ESOL instruction, but
a8 an approach to growth in awareness, a path to understand-
ing and touching other people -- which is, after all, what

these lives of curs are all about.
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