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TOPIC #1: Language & Culture Learning in Biblical Perspective

Resources
Foreign Language Learning
· David I. Smith and Barbara Carvill, The Gift of the Stranger: Faith, Hospitality, and Foreign Language Learning. Wm. B. Eerdmans Publishing Company, 2000.
· Donald B. Snow, English Teaching as Christian Mission: An Applied Theology. Herald Press, 2001.
Foreign Culture Learning

· Charles Kraft, Anthropology for Christian Witness. Orbis Books, 1997.

· Paul Hiebert, Anthropological Insights for Missionaries. Baker Book House, 1987.

· Eugene Nida, Customs and Cultures: Anthropology for Christian Missions. Willam Carey Library, 1975

· Richard Slimbach, World Wise: Global Learning in the Service of Shalom. World Wise Books, 2007.
TOPIC #2: Language History & Variation
Resources

This section will need to be developed by the Chennai and Manila instructors.
TOPIC #3: Language Learning Principles
Resources

Principles about Language and the Language Learning Process (Carol Orwig):
http://www.sil.org/lingualinks/LANGUAGELEARNING/LanguageLearningPrinciples/contents.htm
· Principles about language in general 

· Language is systematic 

· Languages have a sound system 

· In some languages the tone system carries as much meaning as consonants and vowels 

· Languages have a grammatical system 

· Languages have a lexical system 

· There is seldom a one-to-one correspondence between words in two languages 

· Language is used in discourses 

· People sometimes speak or write in monologues 

· Language is used interactively in conversation 

· Language is meaningful 

· Language has referential meaning 

· Language has functional meaning 

· Language has social meaning 

· Language has cultural meaning 

· There are variations in language due to regional, status, and stylistic differences 

· Knowing a language involves control of integrated skills 

· Language skills may be productive or receptive 

· Some chunks of language are stored and used as wholes 

· People use language creatively by recombining elements 

· Language knowledge may be intuitive 

· Principles about learner characteristics 

· People are wired to learn languages 

· Aptitude can speed up learning 

· Some learners take on a different persona when speaking another language 

· Some learners resist sounding and acting differently 

· Some learners have a higher tolerance for ambiguity than others 

· Learners who use learning strategies effectively are more successful 

· Learning in your preferred learning style increases motivation and effectiveness 

· Principles about learner attitudes and motivation 

· Motivation affects the time spent learning a language 

· Learner attitudes affect motivation 

· If you expect to succeed, you will be more likely to succeed 

· If you have unreasonable expectations you may get discouraged 

· Certain kinds of anxiety can interfere with your language learning 

· Fear of making mistakes can inhibit your learning 

· Too much correction or criticism can inhibit your learning 

· The more positive you feel about the speakers of a language, the more motivation you will have to learn it 

· If you want to communicate with speakers of a language, you will be more motivated to learn it 

· If you need to use a language, you will be more motivated to learn it 

· Principles about language learning situations 

· People learn better if their learning is encouraged by speakers of the language 

· People need to experience language used in context 

· If speakers of two languages really want to communicate, they can do a lot with a little 

· People have expectations about who speaks which language 

· Communication tends to take the easiest path 

· People may resist speaking their language because they want to learn your language 

· People often modify their speech when speaking to foreigners 

· In traditional cultures there may be only one right way to do something 

· It may be culturally inappropriate to be too direct in what you say 

· Every culture has taboo topics 

· Principles about the language you are learning 

· The more the language you are learning is like one you already know, the more quickly you will learn it 

· Differences between two languages interfere when you try to learn them 

· Some features of language are harder to learn than others 

· Principles about language acquisition 

· Language acquisition is a developmental process 

· People learning a language build up their own systems 

· You need lots of comprehensible input 

· You can improve your sound discrimination, memory, and grammatical sensitivity skills 

· You can compensate for deficiencies in some skills 

· The sooner you can acquire the grammatical system of a language, the sooner you can use the language creatively 

· You need chances to negotiate meaning with native speakers 

· Native speakers often highly value good pronunciation 

· Repetition helps things stick 

· Producing language that sounds too good can be misleading 

· The more meaningful exposure, the more you learn 

· You cannot rely on memorization alone 

· Memorized material can give a false impression of your proficiency 

· Your brain analyzes language whether you know it or not 

· Knowing a language is different from knowing about a language 

· Knowing about a language may help you learn it 

· Body language, gestures, and your face communicate as much as words 

· Learners build up an auditory image of what the language sounds like 

· Language learners need to learn to understand and produce well-formed discourses 

· Predictable scripts aid comprehension 

· Language learners seem to hit plateaus 

· You need exposure to language in a variety of social settings 

· One language may interfere with another 

· The mind tends to filter out redundant material 

· Productive skills are harder than receptive skills 

· Comprehensible output can become comprehensible input 

· Knowing the topic helps you interpret what you hear or read 

· Linguistic context helps you understand the meaning of words 

· Knowledge of a language may lie dormant, but be reactivated 

· Multilingual people may associate languages with a particular setting or audience 

TOPIC #4: Language Learning Styles & Strategies
Resources
· Principles about Language and the Language Learning Process (Carol Orwig):

http://www.sil.org/lingualinks/LANGUAGELEARNING/LanguageLearningPrinciples/contents.htm
· Your Learning Styles and Language Learning (Clay Johnston and Carol Orwig):
http://www.sil.org/LinguaLinks/LanguageLearning/OtherResources/YorLrnngStylAndLnggLrnng/YorLrnngStylAndLnggLrnng.htm
· Learning Styles: http://www.seaford.k12.de.us/it/etc204/learningstyles.htm
· Learning Styles Questionnaire: http://www.engr.ncsu.edu/learningstyles/ilsweb.html
· VARK Questionnaire: http://www.vark-learn.com/documents/general.pdf
· U. Chamot. et al. (2003). The elementary immersion learning strategies resource guide. Washington, D.C.: National Capital Language Resource Center, 2011 Eye Street, NW, Suite 200]

· Andrew Cohen, Second Language Learning and Use Strategies: Clarifying the Issues. CARLA Working Paper Series #3 • November 1996 • 26 pp. [Available at: http://www.carla.umn.edu/strategies/resources/index.html ]
· Andrew Cohen and Susan Weaver, Styles-and Strategies-Based Instruction: A Teachers' Guide. CARLA Working Paper Series · 2006 · 193 pp. · [$22.50 + shipping; order from: http://www.carla.umn.edu/strategies/resources/index.html
· Rebecca Oxford (Ed.). Language Learning Strategies around the World: Cross-cultural Perspectives. Honolulu: University of Hawai'i, Second Language Teaching and Curriculum Centre, 1996.

· J. Rubin & I. Thompson, How to Be a More Successful Language Learner, 2nd Ed. Boston: Heinle & Heinle, 1999.

· H.D. Brown, A practical guide to language learning: A fifteen-week program of strategies for success. New York: McGraw-Hill, 1989. 

· H.D. Brown, Breaking the language barrier: Creating your own pathway to success. Yarmouth, ME: Intercultural Press, Inc, 1990. 

The Oxford Language Learning Strategy Categorization Scheme. This widely used categorization of learning strategies is proposed by Rebecca Oxford:

Direct strategies
Memory strategies. Ex:

· creating mental linkages

· applying images and sounds

· reviewing well

· employing action
Cognitive strategies (applying reason to specific tasks). Ex:

· practicing

· receiving/sending messages

· analyzing and reasoning

· creating structure for input/output 
Compensation strategies (coping with problems). Ex:

· guessing intelligently

· overcoming limitations in speaking and writing

Indirect strategies
Metacognitive strategies (awareness of own learning processes). Ex:

· centering your learning

· arranging/planning your learning

· evaluating your learning
Affective strategies (attending to one's feelings). Ex:

· lowering your anxiety

· encouraging yourself

· taking your emotional temperature
Social strategies (working with others). Ex:

· asking questions

· cooperating with others

· empathizing with others

Other categorization schemes

Cohen (1998:7) proposes the following categories:

· cognitive strategies
· meta-cognitive strategies: "deal with pre-assessment and pre-planning, on-line planning and evaluation, and post-evaluation."

· affective strategies:  "serve to regulate emotions, motivation, and attitudes."

· social strategies:  "actions which learners choose to take in order to be able to interact with other learners and with native speakers."

Cohen 1998:12: "Strategies have also been distinguished from each other according to whether they are cognitive, affective or social.... The problem is that the distinctions are not so clear-cut. In other words, the same strategy of ongoing text summarization may be interpretable as either cognitive or metacognitive."

Your Learning Styles and Language Learning (Clay Johnston and Carol Orwig):
http://www.sil.org/LinguaLinks/LanguageLearning/OtherResources/YorLrnngStylAndLnggLrnng/YorLrnngStylAndLnggLrnng.htm
Be proactive 

Take advantage of everything that happens for language acquisition 

Use selective attention to help your accuracy 

Combine formal and informal learning 

Put yourself in situations where you have to use the language you are learning 

Establish that you want to speak the language you are learning 

Be creative in finding ways to practice the language 

Expand the areas of language you can operate in 

Use a variety of strategies to help yourself learn 

Take opportunities to use the language 

Set yourself achievable goals 

Find ways to generate comprehensible input 
Help yourself understand 

Use analysis to help you understand how the language works 

Get exposure to different kinds of discourses 

Use media resources 

Look for reading material of the appropriate difficulty 

Use cognates, but use them carefully 

Don't always try to understand every word you hear 
Help yourself remember 

Apply what you have learned as soon as possible 

Make up games that work like drills 

Memorize things when you have to 

Associate words with images to help you understand and remember them 

Reinforce learning with actions 
Encourage yourself 

Find ways to relax and get away from the language for short breaks 

Believe that you can learn a second language 

Find ways to express your personality 

Accept the fact that you sound like a child, even though you are an adult 

Remind yourself of your motivation 

Find nonthreatening people to talk with 

Look for situations you can participate in without pressure to speak a lot 

Do not let your desire to be correct keep you from talking 

Set yourself up for small successes 

Learn to take risks wisely 

Expect to make mistakes, and learn from them 

Be patient with yourself and persevere 

Learn to laugh at your mistakes 

Watch people's reactions to what you say 

Find ways to explore your interests using the language 

Consciously remind yourself of what you like about the culture, the people, the language 

Remind yourself of what you are good at 
Interact with people 

Establish reciprocal relationships 

Adapt to the culture to make relationships and learn the language 

Participate as fully as possible in the culture 

Listen to other learners talk with native speakers 

Listen to people talking to each other in their language 

Talk with children and listen to parents talking to their children 

Make a culture-friend who will tell you when you act or speak inappropriately 

Try to find a pen pal 

Look for people who have time to talk with you 

Find good language role models 

Listen to people of different regions and social status 

Make friends with some monolingual speakers 

Find people who speak clearly 

Show your interest in the language and culture 

Learn appropriate varieties of the language 

Ask for help and you will learn as well as make friends 
Find ways to communicate 

Use all your resources to communicate 

Coin words to help you communicate, but be careful 

Rehearse what you want to say ahead of time 

If you do not know a word, circumlocute 

Learn responses to keep the conversation going 

Use memorized phrases at the beginning to get people to talk to you 

Check out the meaning of words, before you add them to your active vocabulary 

Give and get feedback to check comprehension 

Notes on Autonomy in Language Learning
By Don Snow

Opening quote

· Brown 2001:208. "All too often, language teachers are so consumed with the 'delivery' of language to their students that they neglect to spend some effort preparing learners to 'receive' the language. And students, mostly unaware of the tricks of successful language learning, simply do whatever the teacher tells them to do, having no means to question the wisdom thereof. In an effort to fill class hours with fascinating material, teachers might overlook their mission of enabling learners to eventually become independent of classrooms - that is to become autonomous learners."

Definitions/terms

· Benson 1996:27. Concept of learner autonomy "commonly represented in at least three different ways. For some learner autonomy is an ideal state, seldom actually achieved, where learners are fully responsible for decisions about their own learning. For others it represents a set of skills that can be learned. And for others still, autonomy is an inborn capacity that is suppressed as we go through the processes of institutional education."

· Benson 2001:1. Defines autonomy as "the learner's broad approach to the learning process, rather than ... a particular mode of teaching or learning."

· Pemberton 1996:3 notes that "self-directed learning" has been used to mean: 1) learner control in formal instructional setting (Candy); 2) potential to accept responsibility for one's learning (Dickinson).

· Pemberton 1996: 2. Defines autonomy as helping "learners develop the potential to take control of every stage of their own learning, from the setting of goals through to evaluation."

· Crabbe 1999: 3. "The focus of the learner autonomy movement is on the ability to take charge of one's own learning (Holec 1979, Dickinson 1987, Little 1991). The heart of the concern is decision-making in the learning process."

How does "learner autonomy" related to "independent language learning" (ILL) 

· (In learner autonomy discourse, there is concern not to diminish the role of the teacher.) Benson and Voller 1997:94. "One problem often encountered in autonomous learning projects is that teachers may, in spite of enthusiasm for the principle of autonomy, experience a degree of disorientation and insecurity resulting from a feeling that they have suddenly become marginalized."

· Esch 1996: 37. States explicitly what autonomy is not: "First, it is not self-instruction or learning without a teacher." 

· Benson 2001:1. "Discussions on autonomy are, however, often characterized by misconceptions about the nature of the concept and its implementation. For example, it is often assumed that autonomy implies learning in isolation, learning without a teacher or learning outside the classroom." 

· I will use the term "independent language learning" = Studying a language by yourself, outside of formal programs - maybe with no teacher at all.

· This is related to autonomy, but the term "autonomy" does not necessarily always mean ILL. Also, some of the issues I focus on in ILL - such as designing LLPs that work within limited time - are not issues that are discussed in the learner autonomy literature. Finally, in ILL I don't assume that there is a self-access center or language course.

Autonomy - The Starting Point

· Littlewood 1997: 82. "In all domains, autonomy is possible only to the extent that students possess both the willingness and the ability to act independently."
Willingness:
· Hedge 2000: 100. "It would be a mistake to assume that all adult students need persuading to adopt independent approaches. Many come to classes with every intention of using the class as one resource among several to be exploited in learning English."

· Hedge 2000: 85. "Some learners come to the task of learning a foreign language with the expectation of being active learners, but others come ill-equipped.

· Nunan, Lai and Keobke 1999:73. In a study of a strategy training course at Chinese University of Hong Kong, Jose Lai found that: "Surprisingly, despite more that thirteen years of formal English language exposure, these learners tended to think that they would not be able to improve their listening proficiency by themselves and that they definitely needed a teacher to help them with the task."
Ability:
· Nunan 1997: 194. Argues "that most learners, at the beginning of the learning process, do not know what is best" in regard to approaches to language learning.

· Thomson 1996: 77. "It is wrong to assume that adult learners are equipped with study skills and learning strategies.... Their beliefs and attitudes about learning in general, and more specifically about self-directed learning, appear to be influenced by their cultural, educational, and developmental backgrounds."

Teaching Toward Autonomy - Learner Training 

· Hedge 2000: 85. "Some learners come to the task of learning a foreign language with the expectation of being active learners, but others come ill-equipped. For the latter group, perhaps the most useful service that teacher can perform is to encourage them in positive attitudes and prepare them in effective strategies. 
· Dickinson (1987) and Holec (1985) make a distinction between psychological and practical preparation. The first can be described as a change in perception about what language learning involves and a change in the expectation that language can only be learned through the careful control of a specialist teacher. The second involves acquiring a range of techniques with which learners can enhance their learning. Taken together, these two types of preparation can be called 'learner training.'"
· Benson and Voller 1997s:9. "Yet there is very little evidence that self-instructional modes of learning are in themselves sufficient to lead to greater autonomy or independence. On the contrary, it appears that learners who are forced into self-instructional modes of learning without adequate support will tend to rely all the more on the directive element in the materials that they use."
· Sheerin 1997: 63-4. "If...in the interests of promoting greater autonomy, a teacher withholds support and advice from a learner who is as yet ill-equipped to assume the mantle of independent learning, there is a great danger that learners may lack direction or may waste time heading in the wrong direction. This may well have the opposite effect to the one intended since learners who are abandoned to their own devices too soon tend to seek out activities and materials which they know.... Another danger of under-advising learners is that this may cause them to feel frustrated, isolated and discouraged so that, in the 'worst case scenario', the attempt to learn may soon be abandoned."

Degrees of autonomy

· Nunan 1997: 193. "I would argue that autonomy is not an absolute concept. There are degrees of autonomy, and the extent to which it is feasible or desirable for learners to embrace autonomy will depend on a range of factors to do with the personality of the learner, the goals in undertaking the study of another language, the philosophy of the institution (if any) providing the instruction, and the cultural context within which the learning takes place."
· Nunan 1997: 195. Suggests that there are five levels of implementation for autonomy:
1.  Awareness:

· Content: Learners are made aware of the pedagogical goals and content of the materials they are using.
· Process: Learners identify strategy implications of pedagogical tasks and identify their own preferred learning styles/strategies.
2.
Involvement:
· Content: Learners are involved in selecting their own goals from a range of alternatives on offer.
· Process: Learners make choices among a range of options.
 3.
Intervention:
· Content: Learners are involved in modifying and adapting the goals and content of the learning programme.
· Process: Learners modify/adapt tasks.
4.
Creation:
· Content: Learners create their own goals and objectives.
· Process: Learners create their own tasks.

5.
Transcendence:
· Content: Learners go beyond the classroom and make links between the content of classroom learning and the world beyond.
· Process: Learners become teachers and researchers."

Autonomy as Western concept?

Benson, Chik, & Lim 2003:23. "Since the publication of Riley's (1998) seminal paper on the 'ethnography of autonomy', the discussion on autonomy and culture has tended to focus on the relevance of the 'Western" idea of autonomy to learners from 'non-Western' cultural backgrounds.... In the course of this debate, a particular image of the Asian learner has emerged - that of an individual whose learning styles and preferences are largely conditioned by values of collectivism, conformity and respect for authority inculcated through early experiences at school and in the family."
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Notes on Motivation in Language Learning

By Donald Snow

Motivation is...

· Important: "Without sufficient motivation, even individuals with the most remarkable abilities cannot accomplish long-term goals, and neither are appropriate curricula and good teaching enough on their own to ensure student achievement. On the other hand, high motivation can make up for considerable deficiencies both in one's language aptitude and learning conditions...." (Dornyei 2005:65)

· Not yet fully understood: "...'motivation' is one of the most elusive concepts in the whole domain of the social sciences. This, of course, is no accident. Motivation theories attempt to explain nothing less than why people behave and act as they do, and human nature being as complex as it is, there is simply no cut and dried answers to be offered." (Dornyei 2001:2)

Factors to consider (and related theories)

· Integrative/instrumental motivation. (Gardner's theories)

Integrative = desire to identify with L2 community.

Instrumental = desire for practical reward. (Contrasts with integrative.)

· Intrinsic/extrinsic motivation. (Self-determination theory.)

Extrinsic = rewards from outside the person (good test scores, etc.)

Intrinsic = striving for "inner" rewards (self-satisfaction, etc.)

Intrinsic rewards related to self-determination, arising from (Dornyei 2001:29):  

"autonomy (i.e. experiencing oneself as the origin of one's behavior), 

competence (i.e. feeling efficacious and having a sense of accomplishment), 

relatedness (i.e. feeling close to and connected to other individuals)."

· Expectancy. (Expectancy value theories)

Expectancy is the product of two key factors:

"the individual's expectancy of success on that task"

"the value the individual attaches to success on that task" (Dornyei 2001:20)

· Attribution. (Attribution theory)

Attribution = the reasons people give for why they succeed or fail.

Dornyei 2001:57: "In spite of a great number of people spending a considerable amount of time studying foreign languages, only relatively few are likely to ever reach a level of L2 proficiency that will satisfy them without any reservations. Accordingly, language learning in most people's minds is inevitably associated with perceptions of some degree of learning failure. For this reason, attribution theory, that is, the analysis of how people process past experience of failure (and success), and what consequences there will have on future achievement strivings, is a particularly relevant research area in the L2 field."

Dornyei 2001a:120: "The ability to learn an L2 - often called 'language aptitude' - is a notion that people in general are familiar with and therefore refer to regularly. This means that it is all too easy to come up with negative ability-attributions, such as 'I don't have a knack for languages' or "I am not a natural linguist', even if this is not the case at all.'Linguistic self-confidence = "a generalized perception of one's coping potentials, relevant to a range of tasks and subject domains." (Dornyei 2001:56)

· Goal setting. (Goal setting theory)

The basic idea is that setting goals can help motivate.

The kinds of goals also affect motivation. Dornyei 2001:26: "One conclusion of research on the relationship of goals to motivation is that goals that are specific and difficult lead to the highest performance."

· Community factors. (Social motivation theory)

The basic idea is that people can be motivated by their communities.

Social goals include (Dornyei 2001:30):

"social welfare goals, such as becoming a productive member of society;

social solidarity goals, such as trying to bring some degree of honour to one's family;

social approval goals, such as doing well in school to gain the approval of peers or teachers." 

· Attitude factors (toward L2 and L2 community).

The idea is that people have more motivation to study a language if they have interest in and positive attitudes toward the target language and/or target language community. (Dornyei 2001:48)

· Role of teachers.

Dornyei 2001:120: Some studies have concluded that the teacher is the "most important...motivational factor in the classroom."

Dornyei 2001:35-6: Role of teacher includes:

Personal characteristics

Teacher immediacy

Active motivational socializing behaviour

Classroom management - sense of order, maintaining norms, etc.

· Attitude toward L2 course. (Dornyei 2001:50)

Dornyei 2005:75: "Researchers have repeatedly found that variables related to the language course explained a significant portion of the variance in the students' motivation...."

Other factors. Oxford and Shearin 1996:122: In an informal study of US high school students who had chosen to study Japanese, many reasons given by students fell outside the traditional integrative/instrumental categories. "These reasons included: receiving intellectual stimulation, seeking personal challenge, enjoying the elitism of taking a difficult language, showing off to friends, developing greater cultural tolerance through language study, aiding world peace, satisfying curiosity about cultural 'secrets', pursuing a fascination with Japanese writing systems, and having a private code that parents would not know.'

Recent trends in study of motivation

· Greater focus on context: Dornyei 2001:30: "...contemporary accounts of motivation and other related psychological constructs (such as identity, self-esteem, or self-efficacy) have increasingly abandoned the tacit assumption of environmental generalisability and included contextual factors as independent variables into the research paradigms; furthermore, there is a growing body of studies pursuing more situated approaches in which the focal issue is context per se...."

· Greater emphasis on the teacher/classroom context: Dornyei 2001:105: "The common theme underlying the new emerging educational orientation in the first half of the 1990s was the belief that motivational sources closely related to the learners' immediate classroom environment have a stronger impact on the overall L2 motivation complex than had been expected.'

· New view of "intergrativeness": Dornyei 2005:97: Argues for a broader definition of 'integrativeness': "In broad terms, an integrative motivational orientation concerns a positive interpersonal/affective disposition toward the L2 community and a desire for affiliation with its members. It implies an openness to, and respect for, the other cultural group and its way of life.... Thus a core aspect of the integrative disposition is some sort of psychological and emotional identification." Notes that this may mean "some sort of a virtual or metaphorical identification with the sociocultural loading of a language, and in the case of the undisputed world language, English, this identification would be associated with a non-parochial, cosmopolitan, globalize world citizen identity." "The world English identity is, or course, also related to instrumental aspects because the English-speaking world coincides with several of the technically most developed industrial nations, and therefore English has become the language associated with technological advances, for example computing and the Internet."

· Dornyei 2005:99: "I believe that possible selves offer the most powerful, and at the same time the most versatile, motivational self-mechanism, representing the individual's ideas of what they might become, what they would like to become, and what they are afraid of becoming."

· Dornyei 2005:102: "Our idealized L2-speaking self can be seen as a member of an imagined L2 community whose mental construction is partly based on our real-life experiences of members of the community/communities speaking the particular L2 in question and partly on our imagination. Thus, it is difficult to envisage that one can develop a potent ideal L2-speaking self while at the same time despising the people who speak the L2 in question." (This is his tie to integrativeness.)

Ideas on how to motivate students

· Dornyei 2001a:51: "Unless you are singularly fortunate with the composition of your class group, student motivation will not automatically be there and you will need to try and actively generate positive student attitudes towards learning."

· Dornyei 2001:121: Ways for teachers to help motivate students include:

"showing students that you value L2 learning as a meaningful experience that produces satisfaction and enriches you life;

sharing your own personal interest in L2 and L2 learning with the students.."

· Dornyei 2001:128: "Individual goal setting is one of the most effective methods to enable students to experience a sense of control over their own learning and perceive themselves as mastering material while incorporating their own interests."

· Dornyei 2001:124: The importance of the integrative dimension suggest that "there is a need to make the L2 'real' to students by introducing to learners its cultural background, using authentic materials, and promoting contact with native speakers of the L2."

· Dornyei 2001:126: "Unrealistic learner beliefs about how much progress to expect, and how fast, function like 'time bombs' at the beginning of the language course because of the inevitable disappointment that is to follow."

· Dornyei 2001a:55: "Strategy 11: Promote 'integrative' values by encouraging a positive and open-minded disposition towards the L2 and its speakers, and toward foreignness in general."

· Dornyei 2001a:120: "The essence of promoting motivational attributions can be summarized in a short sentence: encourage students' effort attributions."

On sustaining motivation

· Dornyei 2001:83: Quoting Williams and Burden 1997:121: "It is important to emphasize here that motivation is more than simply arousing interest. It also involves sustaining interest and investing time and energy into putting the necessary effort to achieve certain goals."
Okada, Oxford, and Abo 1996:105: "...motivation must often be higher when one tries to learn more difficult languages, because greater persistence and determination are needed to cope with the stress of the difficult situation."

TOPIC #5: Managing Community-Based Language Learning 
· Setting proficiency goals to meet daily needs

· Developing a language learning plan

· Keeping a fieldwork journal 

· Maximizing language school learning

· Transitioning to independent language learning

· Learning with a language coach

· Developing a daily “learning cycle”

Resources
· Donald Larson, Guidelines for Barefoot Language Learning. St. Paul, MN: CMS Publishing, Inc., 1984. 

· Dwight Gradin, Program in Language Acquisition Techniques. Colorado Springs: Mission Training International, 2003. 

· Peace Corps, Peace Corps Language Training Curriculum. Washington, D.C.: Peace Corps Information Collection and Exchange, 1993.

· Tom Brewster and Elizabeth Brewster, Language Acquisition Made Practical. Pasadena, CA: Lingua House, 1976.

· Terry Marshall, The Whole World Guide to Language Learning. Yarmouth, ME: Intercultural Press, 1989. 
· Richard Slimbach, Loosed Tongues. World Wise Books, 2007.
Language Learner’s Proficiency Scale 

By Richard Slimbach

The instrument presented here is designed for use in evaluating learners’ communication skills and cultural awareness as they engage in self-directed language learning activities.  It is not primarily concerned with technical language usage, but in actual language use in a variety of social situations.  Priority is given to conversational (listening and speaking) ability.  The wording of each competency is applicable to every society and most languages.  It can be used either (1) by the learners to self-assess their entry-level and aspiration-level proficiency in the field language, as well as their personal progress in language-culture learning, or (2) by language teachers or field directors to evaluate student progress during or following their term of independent learning. 
NOVICE – LOW
Sojourners have identified themselves as language learners.  They are able to respond to or speak a few isolated words – those borrowed from English or commonly used. 


I am eager to begin learning my new language.


I have formalized goals for my language learning. 


I can say “hello” and “good-bye.”


I can count to ten.


I can say courtesy expressions such as “thank you” and “excuse me.”

NOVICE – MID

Learners are able to express very simple needs in polite language using mostly memorized words and phrases.  They can say short phrases if given time to think about what they want to say.  They speak in a heavy accent with many errors, and confuse sounds that are similar.  Their speech is difficult for others to understand, even for their language helper(s).  Mid- and high- novice level proficiency should be attained after about two or three months of full-time language learning.

I can respond to simple commands such as “stand up” and “come here.”


I can initiate conversation, greet people, and take my leave correctly.


I can give a brief self-introduction.


I can ask basic questions using who, what, when, and where.


I can make simple statements and commands such as “it is hot” and “turn on the light.”


I can thank people and make simple requests.


I can sing one verse of a folk song or popular sing-along tune.


I can perform at least one task at the Novice-High level. 

NOVICE – HIGH

Learners can ask questions and make simple statements based on memorized sentences.  They understand conversation fragments and simple commands.  They can deal with simple topics of daily need.  They speak mostly in short, direct sentences, but can say some longer phrases and sentences if given time to think about them first.  They still make frequent errors in pronunciation and word use, and frequently ask speaker to slow down or repeat.  They communicate with host family members and co-workers, but have difficulty with others.  They behave considerately in dealing with host country nationals, and understand some nonverbal cues.  

I can ask and make simple statements about family, weather, time, and daily activities.


I can order a simple meal from a restaurant menu.


I can find the bus or train I need, buy a ticket, and get off where I intended to.


My vocabulary includes names of basic concepts: days, months, numbers 1 to 100, articles of clothing, body parts, and family relationships.


I understand and can make statements about people and things in the community or at home.


I can ask for and understand directions.


I can make a social introduction of someone else.


I can perform at least two tasks at the Intermediate-Low level. 

INTERMEDIATE – LOW 
Learners can speak on familiar topics, ask and answer simple questions, initiate and respond to simple statements, and carry on face-to-face discussions.  They can pick out the main idea in a friendly conversation.  They often speak incorrectly, but by repeating, generally can be understood by native speakers who regularly deal with foreigners.  They frequently can understand native speakers if they repeat or speak more slowly.  Intermediate level proficiency should be minimally attained after about six or seven months of full-time language learning.

I can use the language to elicit language help from a variety of community members.


I am beginning to know what is expected of me in simple social situations.


I can identify problem areas in grammar or pronunciation well enough to get technical help from my coach or community members.


I can initiate and close conversations appropriately.


I can respond to simple directions from bus drivers, customs officials, police officers, or other persons in the community.


I can pray a simple prayer.


I can distinguish and express simple ideas of distance, direction, and position.


I can discuss simple topics with friends and other conversation partners.


I can use appropriate gestures in greeting, beckoning, and touching.

INTERMEDIATE – MID 
Learners can participate in simple conversations about various topics and social situations.  They can discuss subjects beyond basic survival, such as personal history and leisure time activities.  They are using correct grammar constructions correctly. 

I can understand and correctly respond to questions about my marital status, nationality, occupation, age, current address, and purpose for being in the community.

I can ask for or tell the time, date, and day of the week.


I can handle simple business at the post office, a bank, and grocery store.


I can talk about the weather, daily routines, and leisure activities. 


I can take and give simple messages over the telephone. 

I get personal subject prefixes/suffixes and possessives right almost every time.


I can work with a language helper almost entirely in the language.


I can elicit and accept practical correction on language usage from people during normal conversation.


I can move the conversation back into the field language when the national is trying to use English.  


I can perform at least one task at the Intermediate-High level.

INTERMEDIATE – HIGH 
Learners can participate in short conversations about most survival needs and familiar topics.  They speak mostly in short, discrete sentences, but show occasional bursts of spontaneity.  They can use most question forms, basic tenses, pronouns and verb inflections, though still speak with many errors.  By repeating things, they can frequently be understood by the general public.  In dealing with host community members, they can get along in familiar survival situations and with native speakers accustomed to foreigners.

I can buy my basic foodstuffs, rent a room, and bargain where appropriate.


I can talk about my favorite pastimes or hobbies.


I can describe a recent job, homestay, or community incident in some detail.

I can explain how to get from here to places like the post office, a restaurant, or a local tourist attraction. 


I can talk about things that happened in the past or might happen in the future.


I feel confident that my pronunciation is always intelligible, even if noticeably foreign. 


I can express dissatisfaction with a family member or colleague without alienating them.


I can ask forgiveness when confronted by an authority figure or colleague without becoming inappropriately defensive.


I can understand headline topics in a radio or television newscast.


I can perform at least two of the tasks at the Advanced level. 

ADVANCED
Learners can participate in most casual and some work conversations.  They can give simple directions or explanations at work.  They can talk about past and future events.  With a minimum of repetition and rewording, they can get the gist of normal conversation by native speakers.  Their vocabulary is good enough to speak simply with only a few circumlocutions and can speak extemporaneously on many topics.  Accent is clearly that of a leaner, but can generally be understood.  Advanced level proficiency should be attained after about nine months of full-time language learning. 

I can describe my work in some detail and discuss with my co-workers most work-related tasks. 


I can talk comfortably and in detail about topics of general interest, such as the weather and current events.


I can briefly relate personal political, spiritual, and cultural experiences and beliefs.


I can deal with and explain unexpected problems, such as getting a ticket or losing my traveler’s checks.


I can correctly understand any information given to me over the telephone.


I can usually figure out new words I hear or read from the usage and context. 


I can listen, take notes, and accurately summarize a lecture or sermon given by a native speaker.


I can be understood by most native speakers, and I can follow normal conversations involving native speakers.


I can perform at least one task at the Advanced High level.

ADVANCED – HIGH 
Learners can handle most work requirements and conversations on topics of particular interest.  They can express facts, give instructions, and talk about current, past, and future activities.  They continue to make grammatical errors, but often speak fluently and easily.  In dealing with native speakers, they understand common rules of etiquette, taboos, and sensitivities.  

I can hire an employee, discussing qualifications, duties, hours, pay in my new language.


I can instruct a co-worker on how to perform a common task.


I can give opinions, facts, and explain points of view.


I can easily follow and contribute to a conversation between native speakers when they try to include me.


I can talk with ease about my past, my current activities, and what I hope to do in the future.


I can make culturally acceptable requests, accept or refuse invitations, apologize, and offer and receive gifts.


I can generally speak easily and fluently with only minor pauses.


I could serve as an informal interpreter in any situations at this level.


I can perform at least two of the tasks at the Superior level.

SUPERIOR
Learners can converse on most practical, social, and professional topics.  They can deal with unfamiliar topics, provide explanations, resolve problems, describe in detail, offer supporting opinions, and hypothesize.  They’re now beginning to talk about abstract ideas and rarely have to grope for a word.  They have good control of grammar, and errors rarely interfere with communication.  They can participate with appropriate verbal and non-verbal responses in most social and work situations, and are beginning to understand culture-related humor.  Superior-level proficiency is minimally attained after about three years of working in the language.   

I feel I have a comprehensive grasp of the local cultural system and worldview. 

I can carry out most work assignments in the host language.


I can handle routine social situations with ease.


I can participate effectively in most general discussions involving native speakers.


I can understand most idioms and puns.


I can speak at a normal rate of speed without groping for words or trying to avoid complex grammatical structures.


I can support my opinions in a discussion or argument.


I can read novels or non-fiction in the language.
DISTINGUISHED (Native or Bilingual Proficiency) 
Learners can use the language fluently and accurately on all levels of professional need.  They can tailor language to fit the audience -- to counsel, to persuade, to negotiate, to represent a point of view, and to interpret for dignitaries.  They speak with only rare pronunciation or grammar errors.  They pick up most nonverbal cues, and understand humor and most allusions.  They behave in a culturally-appropriate manner in a range of social and professional settings.  Distinguished-level proficiency may be attained in 10-12 years of language use.  

Native speakers communicate with me as they do with each other.  

I can carry out any job responsibility in my second language.


I can speak appropriately to a professional group, my staff, a government official, a friend, the elderly and children.


I rarely make pronunciation or grammar errors.


I always understand native speakers, even when they are talking to each other.


I can participate in joking, including puns and word play.


I can read cultural gestures, body language, and facial expressions accurately.

LEARNING AGREEMENT

By Richard Slimbach

Based on the language learning tasks compiled in Loosed Tongues (World Wise Books, 2007)

This is an educational contract signed between: _____________________ (learner) and _____________________ (faculty advisor).  It is agreed that this learner will undertake community-based learning of the language 
____________________ for _____weeks (from 
__________ to __________) following the learning program outlined in the Loosed Tongues field guide and in this Learning Agreement.

1.
Motivation. What is your attitude towards the community whose language you want to learn?  How much does it matter if you don’t succeed in learning their language? 


_____________________________________________________________________________

_____________________________________________________________________________

_____________________________________________________________________________

_____________________________________________________________________________
2.
Aims.  I plan to achieve/learn the following:

a.
Language competence [Use Appendix A: “Language Learner’s Proficiency Scale”]:

ENTRY-LEVEL PROFICIENCY.  I am currently at the following level of proficiency in the host language: 

_____________________


ASPIRATION-LEVEL PROFICIENCY.  I aim to achieve the following level of proficiency in the host language:

_____________________

b.
Listening Comprehension Tasks. [Refer to Section 3: Part 2]  Consistent with my expected level of proficiency, I aim to achieve ability in the following listening comprehension tasks:

	Ex: 

	1. 

	2. 

	3. 

	4. 

	5. 

	6. 

	7. 

	8. 

	9. 

	10. 


c. 
Non-verbal Communication (People Watching) Tasks [Refer to Section 3: Part 3]

Consistent with my expected level of proficiency, I aim to achieve ability in the following non-verbal communication tasks:

	Ex:

	1.

	2.

	3.


d.
Verbal Communication Tasks [Refer to Section 3: Part 4]

Consistent with my expected level of proficiency, I aim to achieve ability in the following verbal communication tasks:

	Ex:

	1.

	2.

	3.

	4.

	5.

	6.

	7.

	8.

	9.

	10.


3.
Learning Activities & Strategies.  In order to achieve the above aims, I will undertake the following:


PRE-DEPARTURE LANGUAGE LEARNING

a.
Complete three or more of the tasks from the list of pre-departure language tasks (see Section 3: Part 1).  Write a narrative account of each experience, noting when (date), what (type of activity), where (location), with whom (native-language persons involved), and how (procedure) for each. 


ON-FIELD LANGUAGE LEARNING

b.
Secure arrangements for language tutoring, prepare for my tutorial, and meet with my coach for a total of 10 hours to elicit, understand, and save (record and transcribe) the language texts. 

c.
Spend at least 30 hours in out-of-class language learning activities. These activities will include:

· At least                  hours each week in extensive listening practice, including listening to audiotapes that I will record with my language mentor. [approx. 15% of time] 

· At least                  hours each week actively conversing with native speakers in the target language.  [approx. 35% of time]

· At least                  hours each week in record keeping and performance evaluation.  [approx. 15% of time] 

d.
Complete and file a Weekly Diary report for each week of organized language learning, including a time log.

4.
Potential problem(s).  I anticipate the possibility of encountering the following problems in my self-directed language learning (e.g., access to language helper, native speakers, or host language materials; personal inhibitions; etc.):

______________________________________________________________________________________

______________________________________________________________________________________

______________________________________________________________________________________

______________________________________________________________________________________

______________________________________________________________________________________

5.
Necessary resources.  I have (or will soon obtain or arrange) the following materials, equipment, and people to assist in my language learning:

a.
Materials:

· Packages of index cards or flash cards
· A host language dictionary

· Patrick Moran, Lexicarry: An Illustrated Vocabulary-builder for Second Languages, 3rd ed. Brattleboro, VT: Pro Lingua Associates, 2001. [recommended]

· E.C. Parnwell, New Oxford Picture Dictionary. Oxford University Press, 1989. [recommended]

· Joan Rubin and Irene Thompson, How to Be a More Successful Language Learner (Boston: Heinle and Heinle, 1994). [recommended]

b.
Equipment:

· Camera and film

· Personal photo album

· Digital recorder and a supply of batteries

c.
People: Who will serve as your language coach?  (Include name and contact information.)  With what other community members do you hope to communicate in your new language?

__________________________________________________________________________________
__________________________________________________________________________________

6.
Evidence.  [Complete in narrative]: I will know that I have achieved my aims by: 

______________________________________________________________________________________

______________________________________________________________________________________

7.
Evaluation.  My performance in self-directed language learning will be evaluated by my faculty advisor based on the following products:

a. Completed Learning Agreement.

b. Completed report on pre-departure language learning.

c. Completed Weekly Diary reports for each week of organized language learning.

d. Self-produced language learning materials [specify: e.g., audio recordings, photo dictionary, vocabulary, dialogues and/or commands on index cards, personal glossary.]

e. Post-field debriefing consisting of an oral interview at the specified level.  (Reading and/or writing assessment may be included in the debriefing depending on the student’s objectives.)

Note: Be aware that these are minimum competency requirements.  With no previous background in the language, you should be able to demonstrate, at journey’s end, the sounds of the language, the use of three or four basic verb tenses, the use of adjectives, and the use of any pronouns or articles that the language may have.  You should also be able to count to 100; tell the time of day; give simple commands using various objects; and perform such basic functions as introducing yourself, checking for understanding, asking someone to repeat something or to speak more slowly, requesting help, and politely refusing (or accepting) offers of merchandise or assistance.  

8.
My Statement of Faith

I believe that learning in general can be more effective when the learners themselves are in charge.


I believe that learners who are responsible for their own learning can successfully learn another language outside the classroom, provided they develop skills of self-management and self-assessment.


I believe that my proper focus should be communicating with people, and not on language learning, per se.


To communicate with people, I believe that I must surround myself with native speakers and take the initiative to interact with them.


I believe that I will learn my new language faster and better as a result of extensive exposure to the underlying beliefs and behaviors (i.e., culture) of its speakers. 


For that exposure to do any good, I believe that I must arrange for structured observations of and selective participation in community life in order to understand at least some of what I am hearing. 


I believe that I must work at comprehending the language just as much as I must work at producing it. 


I believe that when I am first learning my new language, both understanding it and speaking it will be hard work.  I expect to speak the language poorly at first, and then, as I keep using the language with people, I believe that my ability will gradually improve. 


I believe that I am far more likely to be successful if I can devote myself full time (5-6 hours per day) to language learning shortly after arriving at my destination, than if I attempt to learn language as a side-line. 

Signed:

(Student) 

  
Date 

(Faculty Advisor) _________________________________

Date 

(Language Coach) ________________________________

Date 

Addendum: My First Weeks of Language Learning 

Based on five weeks of intensive language learning and journaling with the assistance of a local language coach and other community helpers.  

Weeks 1 and 2:

I will purely work on learning to understand.  I won't even think about using the language to speak.  I'll learn to understand basic pronouns, and nouns for people, in the context of simple sentences.  I will add other vocabulary and sentence patterns from day to day, using my suggestions above as a guide.  I will learn to recognize 300 vocabulary items, and a good many of the basic sentence patterns.  Which ones I cover will be determined in my daily planning times, but I'll mainly concentrate on the most common activities of my daily life.  

I will spend ninety minutes daily preparing for my language sessions, ninety minutes per day with my language helper conducting the language sessions, three hours per day listening to the tapes made during that day's session, along with my taped excerpts of earlier sessions.  I will spend one hour on my record keeping (language learning journal) activities.

Weeks 3 and 4:

I will continue working as I did during weeks 1 and 2, practicing vocabulary and sentence patterns with my language helper, and checking off areas of vocabulary and types of sentence patterns as soon as I feel I have covered them to some extent.  In addition, I will begin gearing my language learning activities to some of the communication situations which I face in my outside life, such as asking for directions and dealing with vegetable vendors.  That means that I am at least thinking about talking, and if I feel the urge, I'll go ahead and use words or combinations of words on the bus, in the marketplace, at cafes – i.e., in any real-life situations in which I find myself.  I still will not be trying to talk in my new language during my language sessions with my language helper.  I will learn to recognize another 300 vocabulary items, and a sizable portion of the types of sentences patterns found in my suggestions above.  

I will spend ninety minutes daily preparing for my language sessions, ninety minutes per day with my language helper conducting the language sessions, two hours per day listening to the tapes made during that day's session (along with my taped excerpts of earlier sessions), and at least an hour in community practice.  I will spend one hour on my record keeping (language learning journal) activities.

Week 5:

During my first language session this week, I will begin by spending a whole hour conversing in my new language without ever reverting to English, except during the ten minute recess which follows the initial thirty minutes.  After that, my sessions will continue to include the kinds of comprehension activities employed during the first two weeks, but at least half of the time will be devoted to two-way conversational activities.  I'll continue covering sentence patterns if I have not yet covered them all.  I'll do some role-plays and learn to discuss some topics which are important to me.  I'll learn to recognize another 150 vocabulary items.  I'll now spend one hour each day in planning and three hours with my language helper.  I'll spend two hours listening to tapes, an hour in community practice, and an hour in record keeping (language learning journal) activities.

aPPENDIX C

Weekly Language Learning Diary
Please make an electronic “template” of this form to fill out each week.

Student: 









Date: ___________________
Week # ____ of  ____ weeks

Coach: __________________________________   E-mail or Telephone: ________________________
1.
PREPARATION [approx. 10% of time]
a.
Time spent planning or preparing for the day’s language learning:
b.
What do you need to learn next?
c.
Prepare a 10-step “Comprehension Task” or “Communication Task” worksheet.  Attach an electronic or hard copy to this report.

2.
TUTORIAL [approx. 25% of time]
a.
Time spent with mentor:

b.
How was the time used?

c.
What “text(s)” did you attempt to learn, understand, and practice?  

d.
What did you learn about the language and culture since your last meeting with your coach?  (Include notes on vocabulary, grammar, pronunciation, appropriateness, social conventions, etc.)

3.
INDIVIDUAL PRACTICE [approx. 15% of time]
a.
Time spent in individual practice:

b.
Describe independent practice activities like listening to recorded tapes, reviewing previously learned texts, or using other (listening, reading or writing) language inputs on your own.

4.
COMMUNICATION [approx. 35% of time]
a. Time spent communicating with community members in the new language:

b. How many?  Number of people communicated with:

c. Who?  Types of people (e.g., host family members, shopkeepers) and their responses:

d. Where?  Where did your conversations take place?

e. What?  What did you talk about?  (Topics discussed and/or functions performed):

f. How?  How did you connect?  (Describe one experience in detail.):

5.
EVALUATION [approx. 15% of time]
a.
Time spent evaluating performance:

b.
How well did you do today?  Were you able to get your message across?  

c.
At what points did your listeners have trouble understanding you, or you them?  What caused the problems?  What do you need to learn to remedy the communication breakdown?

d.
What specific corrections or other feedback did you receive?  (Include words or phrases that you had to repeat, and try to explain why your listener had trouble understanding you.)

e.
What strategies did you intentionally use to help you understand native speaker?  How did these strategies help you?

f.
What have you learned about yourself as a language learner (e.g., organization, discipline, initiative)?

g.
Based on what you’ve noted above, what do you want to work on in during the next session with your coach?
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The relationship between experience and learning is neither modern, nor is it the exclusive province of any cultural tradition. From before Dewey and through Freire, teachers have recognized that active engagement with a problem on more than just an abstract level can lead to learning that is meaningful and long lasting. Our purpose is to elucidate a writing technique devised for experience-based study abroad programs. Known as the Fieldbook, the technique has been used with significant success on field study programs offered through Pitzer College. We believe the applied research offered in our case study contributes in critical ways to our understanding of pedagogical practices and suggests positive new directions for improving student learning. 
The Fieldbook was developed in response to the assessment needs of study abroad programs that serve students not only from Pitzer College but also from over seventy other four-year baccalaureate institutions nationally. Critical aspects of its development related to the cultural immersion goals of those programs1 and the fact that traditional coursework, with its standard assessment techniques of tests, quizzes and papers was not as integral to those programs as it generally is to other study abroad models. The Fieldbook emerged from early experiments with a journal format in Parma, Italy in 1991. Thomas Manley adapted the initial concepts for the design based on a model suggested by Nancy Taylor (1991). The goal was to provide a record of student learning in the Parma program principally for home campus faculty to approbate their work. The design was later modified and improved as the result of a decade of on-site testing in other program sites. Extensive staff collaboration proved essential both to refining the technique and gaining acceptance for its use. The Fieldbook employs an integrated and diverse series of writing assignments, which students complete over the course of their study abroad semester. To date, it has figured in the educational experiences of nearly a thousand students, and has been well received by faculty at many of the institutions that send students on Pitzer programs. 
Our case study addresses the application of the Fieldbook as a pedagogical and assessment tool, in an effort to understand how and why it is effective (or not). The paper is divided into two parts: in the first, specific examples of how the Fieldbook is used to engage students in certain types of learning activities are identified and discussed; in the second, aspects of the Fieldbook practice that staff and students have found either exemplary or problematic or somewhere in between are highlighted and examined. 
Data is drawn from a review of ten years of student Fieldbook writing and staff (and some student) responses to a survey about its effective-ness.2 We chose an historical case study methodology because it is particularly advantageous in situations where not much research has been done and especially when the need is to identify and explain the particularities or details of a phenomenon, such as an educational innovation and why it worked or failed (Merriam, p. 34). The case study method, we believe, affords a strong and supple net for capturing and displaying the relevant details of the Fieldbook story. 
Part One: The Fieldbook as Pedagogical and Assessment Tool 
One might expect to find a significant amount of writing about pedagogy in the literature on study abroad, given its educational nature. This unfortunately has not been the case, and much of what does exist revolves around the teaching and learning of foreign languages and the cultural learning that coincides with those activities. Two exceptions are to be found in the work of Nancy Taylor (1991) and Ken Wagner and Tony Magistrale (1995). As noted, Taylor’s work directly informed a precursor of the Fieldbook, the Parma journal, and the book by Wagner and Magistrale lays out a design—the analytical notebook—for a writing system that has some overlap with the Fieldbook in terms of philosophy, learning goals and structure. 
The analytical notebook and the Fieldbook have in common a constructivist orientation and the goal of encouraging students to think about and relate what they have learned from lectures and readings in classes to information derived from out-of-classroom experiences. Serving as a record of experiences and a space for honing interpretation and analysis, the notebook is meant to promote the creation of new knowledge and the practice of writing as a skill. 
Unlike traditional diaries or journals, which often stay in the realm of private writing and may not be designed to help students respond synchronously and constructivistically to particular elements of their environments, and unlike either the travel journal or the analytical notebook, the Fieldbook offers an integrated, structured and purposive approach to writing and learning in the field study setting. 
The four major sections of the Fieldbook, and their purposes, are: Letters Home, Stories, Focus Questions, and Design Your Own (DYO). Letters Home describe in rich detail the places, people, feelings, and ideas encountered at various stages of the field experience, and students write four to five letters of 1,250-2,000 words each per semester program. Stories relate, in a narrative mode, true or fictional accounts revealing new facets of the designated culture or subculture, and four to six stories of 750 to 1,250 words each per semester program are required. Focus Questions call for expository responses to complex issues and questions posed at critical junctures during the program which demonstrate the ability to synthesize multiple viewpoints derived from readings, interviews, lectures, and first-hand experience. Four to six essays of 1,250-2,000 words each per semester program are required. Finally, Design Your Own (DYO) entries permit the writer to choose a creative mode of communication—poetry, drawing, photography, or one of the styles used elsewhere in the Fieldbook—through which to explore a dimension of the culture or subject being studied. Students write four to six assignments (length determined by the medium) per semester program. 
Because it is tailored to the students’ experiences, the Fieldbook can be fitted optimally around different program structures and learning environments. Fieldbooks are evaluated by on-site program staff members, who review and hold discussions around selected assignments, assessing them according to established quantitative and qualitative criteria. 
Assignments are graded and quickly returned with the reader’s comments. In keeping with the idea that writing helps learners generate knowledge as well as communicate it (Fulwiler 1988), rewriting of Fieldbook entries is permitted and encouraged. In this sense, the Fieldbook allows students to discover, create, and formulate ideas; receive near immediate response in the form of written comments; rethink ideas or generate new ones; and present a revised entry that demonstrates achievement of the performance-based assessment criteria. As the Fieldbook evolved, rewriting was increasingly recognized as an essential component of the writing/learning process. 
We have identified nine modalities of learning exhibited through the Fieldbook reflective of the principles of constructivist teaching we believe are important to creating effective intercultural learning. The following sections describe each of these areas in detail. 
Area One: Active Engagement with the Subject Matter 
The Fieldbook provides focus by engaging students actively with the subject matter. Specific guidelines are presented for each of the four sections to help in the organization of ideas, and subtopics are often suggested for each assignment. For example, in Pitzer’s 1996 China program, where American students shared rooms with Chinese students, suggestions for the second Letter Home assignment lead the writer to make observations about what is being experienced and encourage comparisons, which may extend the boundaries of that experience. In contrasting living conditions of international students and “regular Chinese students,” American students are asked to explore the mechanics of eight-to-a-room living and thus engage in a new intercultural awareness.3 One female student, after describing in some detail the relatively plush conditions of her own “foreigners” dormitory, wrote to a friend in her Letter Home: 
Why am I so amazed by the accommodations described above? What appears to be just normal living conditions turned out to be a privilege that is enjoyed by few people here at ECNU.4 The luxuries of space, heat, light after 11 pm, privacy, hot water, and a private bathroom are non-existent in the regular student dorms. The students’ dorms are more like prison cells than a dormitory. Most of the dorms are quite old. I could not believe my eyes when I visited my [Chinese] roommate’s [former] dormitory. The building has 6 floors, 40 rooms/floor and 8 students/ room, which means about 1900 students/dorm. (My college has less than that number of students.) Each floor has a shower room, but it is only used during extremely hot weather because there is only cold water in the showers. During winter, all students at ECNU resort to the four public baths (2 female and 2 male), which have about 30 showerheads per bathroom. Inside the dorm, there are no [toilets], so students have to go to extremely dirty and unsanitary public outhous-es.5 There are also no washing machines, so students wash their clothes by hand in a washing room located on every floor. The hallways are dark and gloomy—no overhead lights, no carpets. Along the side…damp clothes are hung to be dried. It’s weird that everyone on the hall knows what kind of underwear, socks, etc. another person has. 
Focus Questions also engage students actively with subject matter by valuing a variety of viewpoints as part of interpretation and analysis. Consequently, Focus Questions frequently are constructed so that students interview people in the community to harvest information and perspectives, to synthesize with what they have encountered in readings and lectures. A Focus Question on religion used for the program in Parma, Italy illustrates: 
Parma, like most cities in Italy, has many churches—52 at last count; yet Parma is not known as a city of churchgoers. How does one account for this apparent anomaly? Is Parma typical of other communities in Italy in this respect? Using specific examples drawn from interviews with Parmigiani of three different age groups, senior, middle-aged, young adult, or teen, as well as supporting information from the lectures and readings on this topic, write about the role of religion in Parma. (Suggestions: Attend mass at several churches, noting who is in attendance. Write a set of interview questions to elicit information on direct and indirect aspects of religion in people’s lives. Write down your assumptions before starting and find ways to challenge them. Note the presence of religious items in homes and other secular places.) 
Here, students must weave the opinions of at least three people into their responses, and are given other suggestions to involve them directly and personally with the topic and host culture. 
In one response to this focus question, a student observes a generation gap in church attendance: 
I attended Sunday mass at Santa Maria della Steccata. Located in the center of town, the church was well attended, but mainly by senior citizens and tourists who would wander in and out during the services. I saw very few families and no young adults, either alone or with friends. 
Area Two: Arousing Student Curiosity about Multiple Subjects 
The Fieldbook awakens students’ curiosity about what is being studied even when it isn’t a topic that relates directly to their field of interest. This results from an emphasis on active learning, from the range of issues addressed, and from its flexibility of design. Individual student interest, even within majors, can vary greatly. Fieldbook assignments and styles accommodate differences by offering multiple opportunities for reflection and interaction. Focus Questions allow, and at times demand, interdisciplinary responses and touch on many subjects, including politics, sociology, religion, economics, anthropology, history, environmental studies, and philosophy, among others. 
Focus Questions are developed by program staff with input from former students and in consultation with home campus faculty, one of several ways in which faculty are involved. The questions flow from themes and interests recurrent in the questions students tend to pose over the course of a program as they encounter different aspects of the host culture and find themselves more deeply immersed in it. Because the questions anticipate certain cross-cultural student experiences, they serve to heighten awareness and curiosity. In each program and with each Fieldbook, careful consideration is given to the order and timing of assignments, to avoid creating unachievable demands that will frustrate students. Rather, the goal is to stimulate curiosity by scheduling assignments and posing questions at times when students are better able answer them. For example, a question on the national identity of Italians is posed towards the end of the semester: 
Italians have traditionally shown greater pride and loyalty to their local region than to Italy in a national sense. Explore this attitude of local pride with the people you come in contact with in Parma and Modena. Also, try to observe and analyze changes, if any, about attitudes toward Italy as a nation, in light of the important political events that have been occurring in recent times. Is there a new awareness of Italian identity as a member of the European community? Is there a sense of national pride thanks to the growth of new political parties? Or are Italians uneasy about the course their country is taking and the image it projects to the world? 
Area Three: The Opportunity to Record Experiences and Reflect upon Them 
Whereas stand-alone tests, essays, and papers tend to conflate what a student has learned, the portfolio style of the Fieldbook operates to track the learning over the program period and provides regular opportunities for recording and reflecting on experiences. These are then preserved as reference points for later consideration. Below, a student comments in a Letter Home to her parents about the progress she has made with Italian and her intercultural understanding: 
Although [my] improvement may sound quite minor, it really is a 
huge step between coming to Italy and knowing nothing other than 
"ciao" and being able to navigate through local life all by myself. 
Invariably, students are pleased to have the Fieldbook as a document of their experiences, even when they initially doubted the usefulness of the technique. “I hated the fieldbooks,” wrote one Zimbabwe program participant on an evaluation at the end of the program, “but I was grateful to be forced, especially to write Stories. A real growing experience for me.” And from another student who would later join the program staff: “I now treasure my own Fieldbook as a wonderful record of the experience I had as a student” (Fieldbook Survey (FBS), Item 7). And, from a staff member on the Turkey program: 
I can see more and more how central the Fieldbook is to helping students meaningfully reflect on and integrate what they are learning. It also provides us [the staff] a way to measure what they are learning and is a record of what we have accomplished together over the semester. (FBS, Item 7) 
Area Four: Thinking and Writing as a Process 
Through the Fieldbook technique, students are encouraged to think and write as a process in which they describe, question, associate, analyze, and synthesize. The writing assignments may vary in what they require, with the Letters Home emphasizing disciplined observation and rich description and the Focus Questions being more analytical, for example, but in the aggregate, the Fieldbook demands a wide complement of cognitive skills. Because of the high degree of articulation with experience and the guided nature of its structure, the Fieldbook is more than a test of what is being learned. For many students it is an orientation to the critical notion that writing is a tool for expressing and furthering thought. A former student notes: 
In writing my own Fieldbook, I learned a lot of critical analysis skills, including how to synthesize information gathered from informal conversations and interviews into a formal summary of my current perception of a particular aspect of a culture or society. … The intensive writing expectations helped me build a lot of confidence in my ability to write and actually did make me a much better writer. I learned a lot about how much writing can help you process an experience and gained respect for writing as a learning tool. (FBS, Items 1 and 2) 
Area Five: Identifying the Known and the Unknown 
The Fieldbook gives students time and occasion to identify what they know and do not know about a subject. This is true specifically when students undertake to respond to a focus question that requires synthesis of lecture, reading, and interview information. Also, since guidelines with Focus Questions and a schedule for completing assignments can be made available at the start of a program, students can be alerted to the scope of issues and subjects to be covered. Moreover, the type and timing of Fieldbook assignments are conducive to pre-program preparation, where students can be asked to familiarize themselves with the technique by writing their first Letter Home on preconceptions and concerns before departure and submitting the assignment shortly after arrival. 
Area Six: Uncovering Information and Insights 
The Fieldbook helps students uncover information and insights ordinary journal writing often misses. “They realize they need more information before making conclusions,” wrote Claudio Feboli, the academic coordinator of the Parma program (FBS, Item 10). From Zimbabwe, Nadine Francis, who was closely involved in developing the Fieldbook, observed: 
Unlike journals, which I think tend to be rather unfocused, overly personal, full of stream-of-consciousness…the Fieldbook pushed students to write, rewrite and barrel through a range of questions and issues that they might not have opted to address on their own. (FBS, Item 2) 
The process of uncovering seems to be most evident with Stories, which reveal connections among ideas, events, or people that would remain otherwise hidden. Kathryn Bourgeois Asan, the program coordinator in Turkey, writes: 
At first, many students are uncomfortable with this kind (narrative) of writing and it takes them awhile to find their ‘voice,’ but every student at least comes up with a wonderful story that reveals trials, tribulations and joy of learning and experiencing themselves in another culture. (FBS, Item 8) 
Area Seven: Preparation for Discussion of Topics 
Preparation to discuss specific topics and issues arises both from the writing-to-learn approach upon which the technique is based and from the fact that half of the assignments (Letters Home and Focus Questions) are keyed to specific content areas of the program. An added benefit derives from the commonality of student experiences (home stays, struggles with language learning, etc.), which render the task of initiating discussions much easier. Zimbabwe was one of the first sites to incorporate student discussions successfully: 
In early 1996, we added bi-weekly discussion sessions around the Fieldbook topics, which enabled students to read and share their work with one another and deepen their understanding of the issues at hand. For many discussions, we invited special guests or outside facilitators who would provide alternative perspectives on the students’ interpretations. (FBS, Item 6) 
Area Eight: Unifying Experiential and Theoretical Knowledge 
The Fieldbook helps unify experiential and theoretical knowledge, thus increasing student ability to make connections and construct or reinterpret meanings. Focus Questions, with their emphasis on the synthesis of personal observation, direct experience, lectures, readings, interviews, or other interactions with members of the host culture are designed with this purpose in mind. A question from the Turkey Fieldbook, which builds on another program exercise the students undertook in the first few weeks of their stay in a rural village located 75 kilometers outside of Ankara, demonstrates this: 
Using the Life History Analysis you’ve completed in the village, describe the founding, development and transformation of Mahmutoglan through the eyes of the person/people you’ve interviewed. Bringing in information from readings and lectures, discuss how these changes parallel transformations in Turkish society as a whole. 
The directors of the Venezuela program have seen in the Fieldbook a capacity to help students “link experience to real learning,” which, they say, “is empowering, and also a good life skill to have” (FBS, Item 10). A student on the Parma program demonstrates this linkage between her own experiences and what she has read and heard from others in her response to the national identity question, already presented. After describing her travels in the southern area of Calabria, she writes: 
In the three full months that I’ve been in Italy, I have had experiences that indicate [a] friction between regionalism and nationalism. I’ve observed that first of all, there is a division between Northern Italy and Southern Italy. What is considered the North, the South and the line that geographically divides the two sections of the country seems to be a very relative concept. Romans may consider themselves as being a part of the Northern regions, however, Milanese may not agree with that. However relative this dividing line seems to be, the concept of il Nord and il Sud definitely exists in every Italian mind. Paul Hoffman, in That Fine Italian Hand, states that the Northern Italy and Southern Italy ‘are in fact two distinct cultures and societies that have much in common but are also divided by many things.’ 
Area Nine: Encourages Student Responsibility for Learning 
The Fieldbook encourages students to assume responsibility for their learning in ways that are accountable. Opportunities for demonstrating what is being learned are regular and consequent. Students are given the chance to rewrite assignments any number of times in order to improve their grade. Clear deadlines are set for each assignment and are noted in the program’s master schedule and often in the calendar of assignments, which accompanies the Fieldbook guidelines. 
Part T w o: Strengths and Weaknesses of the Fieldbook Technique
The Fieldbook clearly has broad utility as a tool for furthering and assessing learning. However, based on feedback gathered from staff and students, certain aspects of the technique have worked better than others. 
Necessary adjustments are made each semester and at staff retreats, held every two years, fuller evaluation of the Fieldbook has permitted more extensive improvements. The information derived from these conferences and the survey of staff and students mentioned in the introduction form the main basis for the discussion that follows. 
Strengths and Assets in the Practice of the Fieldbook 
Overall, those who have used the Fieldbook either as teachers, students or evaluators seem to affirm its value as a device designed to facilitate and assess learning in the study abroad context. That there is a fundamental concordance among these different constituents of the technique is, in a sense, a triangulation of the general claim that has been made for the Fieldbook: that it effectively promotes and evaluates student learning in intercultural settings. 
From the student point of view, while some participants expressed dissatisfaction with the Fieldbook, especially during the early years of its development, according to end-of-program interviews with staff and submitted program evaluations, almost all that used the Fieldbook found it ultimately to be a central enhancement to learning. We have cited several testimonies to this effect in the previous section, but another, which speaks to the lasting effect engendered by the Fieldbook, may be useful: 
Not only did the Fieldbook serve as a documentation of my time spent in Parma, it also allowed me to follow my growth as an individual as I processed the variety of components, which made up the whole Fieldbook. There were a number of assignments that required interaction with my host family to be able to complete them. This was extremely helpful in developing a lasting relationship. I am still in touch with my host family and my first experience with them was in 1993. (FSR, Item 1) 
As for staff, 13 of 15 who responded to the survey question which asked them to rate the Fieldbook’s value on a scale of 1 to 7 (with seven being highest) against other forms of academic assessment, rated it six or seven. Staff member Lisa Ferrante-Perrone, recalling her own study abroad experience on a non-Pitzer program, places the Fieldbook in a comparative context: 
While living in Florence for a year … I experienced firsthand the importance of cultural immersion as part of the process of intercultural education and understanding. We had no Fieldbook equivalent as part of our program, and as I compare my experience to that of Pitzer students, I believe that the presence of the Fieldbook helped them learn more about Italy in a shorter period of time (even if they didn’t speak Italian [when they first arrived]).6 (FBS, Item 3) 
She continues in her summary by saying: 
The value of the Fieldbook, to me, is that it forces a student to pinpoint episodes during the course of his or her time abroad, and then develop these episodes into tangible, creative documentaries, allowing him or her to digest and absorb the realities of the host culture through observation, comparison and contemplation. (FBS, Parma, Item 3) 
Thus, beyond its power to help engage students generally as learners, the Fieldbook, through its structure and assignments, can cue them at critical junctures or episodes, helping them gain perspectives that shift their thinking. 
The director of the Parma program, Franca Feboli, related two examples of such perspective shifts, which she attributed to specific, well-timed, Fieldbook assignments. In one instance, a student who had wished to study on a program in Florence, but had been directed to Parma by her adviser, arrived in Italy “dreaming of Florence and disliking Parma.” Yet after the program study trip to Florence and a Fieldbook essay on “Being a Tourist versus Being a Student in Italy,” the student’s viewpoint on the value of living in a smaller, more accessible community like Parma had completely changed (FBS, Item 1). Another student had complained about the lack of religious diversity in Italy, and specifically about the lack of a non-Catholic church nearby that she might attend. The Focus Question assignment on Parma as a City of Churches, previously cited, and in particular a conversation with a parish priest, helped this student to see the issue differently and to appreciate the pervasive hold that Catholicism had exerted on Italian culture (FBS, Item 1). 
Not infrequently, these changes in student perspective take on the character of a personal epiphany. In Nepal, a student elected to write about a “critical incident” in which she had to grapple with the death of a relative in her Nepali host family early on in the program when her language skills were still quite limited. Her inability to express more than “sadness” made her feel isolated from the family. Through writing about the incident, however, she came to realize that her perceptions were egocentric and ethnocentric, being based neither on understanding of how her family felt nor on how mourning rituals were conducted in a Hindu society (FBS, Item 1). The Focus Question on race for the Zimbabwe Fieldbook asks students, based on their personal experiences on the program, to react to Steve Biko’s contention that “no matter what a white man does, the color of his skin – his passport of privilege – will always put him miles ahead of a black man,” thus rendering him a “part of the oppressor camp.” Kebokile Dengu-Zvobgo, director of the program, tells of a student who objected to the assignment, but eventually wrote a compelling essay in which he confronted his own prejudices. “This was a very painful process,” she said, “leading to personal growth and development” for the student (FBS, Item 1). 
The Fieldbook was at other times a vehicle for students’ creativity and imagination. To assist in bringing a fresh and humorous perspective to a Stories assignment, one student in Italy enlisted a hand puppet that she carried everywhere with her as a narrator. Another student used his DYO assignments to write a play about his Italian host family. One Zimbabwe program student, after noticing the scarcity of children’s books written in local languages, decided to write and illustrate a story in Shona. Poetry, music, photography, folk tales, herbal medicine remedies, tea leaf fortune telling, drawing, and dance choreography are other examples of creativity that students brought to their assignments. 
But perhaps above all else, staff who have used the Fieldbook have commented on its effectiveness as a tool for engaging students more thoughtfully in the host culture. They see the technique working to facilitate such engagement in several ways: first, by helping the students to become more conscious of their “preconceptions, biases and the immersion process” in general; second, by nudging them into learning spaces that they might not ordinarily enter; and, third, by opening a communicative dialogue with staff about both the particularities and overall direction of an individual student’s experiences and learning. Speaking to the last point, Francis from the Zimbabwe program remarked: 
In some cases, I felt as if the Fieldbook became one long conversation between student and facilitator, and I took pride in seeing students improve their writing and analytical skills, and perhaps more importantly, learn to approach issues with added maturity and complexity. (FBS, Item 2) 
Bourgeois Asan, the Turkey program coordinator, takes the point further: 
Writing in the Fieldbook acts like a dialogue between [us, the staff] and the students, the students and the culture, the students and their struggle with cultural immersion. It also helps students to fine-tune their observations, take all experiences seriously as a learning opportunity and to be more self-critical and reflective about how they are dealing with immersion. It also gives us a chance to follow the stu-dent’s emotions, adaptation, and learning process in order to better help them through this experience. (FBS, Item 3) 
Taken as a body of work over a semester, a year or several years, the Fieldbooks have informed staff in the field and in Claremont about the effectiveness of programs in meeting students’ educational needs, and has provided a rich source of feedback for improvement and formative evolution. 
By and large, the Fieldbook has strengthened the field staff of Pitzer’s External Studies in their capacities as teacher/learner and in enhancing their understanding of intercultural education. The focused structure of the technique helped them facilitate the intensive, experiential learning demands that programs placed on students, providing “an inside view of how students are conceptualizing the experience” and allowing “us to respond to real vs. imagined student needs and desires” (FBS, Item 2). Several staff members who have gone on to other teaching positions noted that they have modified the Fieldbook technique for use in language classrooms. 
For others, especially those whose own cultural orientation was toward a more formal/traditional style of education, working with the Fieldbook (and the cultural immersion model) has led them to reconsider how students learn and how teachers teach. Claudio Feboli, from the Parma program, who has also taught for many years in a local classical liceo reflected: 
In my opinion the [Fieldbook] stresses the necessity to think and in this  way I had to examine my own approach … I have realized how  important it is also in my teaching experience to Italian students to  help them how to learn from experience, to be critical towards  what is given for granted, to try to understand the reasons of their own attitude. (FBS, Item 2, emphasis added) 
The director of the Pitzer in China program, Xiao Mei Wang, saw the sometimes personal nature of writing in the Fieldbook as a means of developing a rapport with her students, which might give her better insights into their thinking and in turn “makes a teacher a student, hence a better teacher” (FBS, Item 2). For Zimbabwe program director, Dengu-Zvobgo, reading the student Fieldbook work allowed her to value the “internal logic in a perspective that I do not hold and still give the student high marks. When I started, I tended to argue with the paper and penalize [it]. I have learned from student worldviews,” she goes on, “which are different from mine” (FBS, Item 2). 
With respect to intercultural education, the Fieldbook gives students and teachers a different epistemological lens. Zimbabwe staff member Batsirai Chidzodzo—a graduate from that country’s British-style national university—sees this as an important departure from the standard academic repertoire: 
One of [the Fieldbook’s] strengths is that it acknowledges participants as knowers with valid data to contribute to the discourse … [it is inclusive of] resources (people at all levels) that ‘traditional’ scholars wouldn’t think of utilizing, and with amazing outcomes that are equally if not more valid. The [Fieldbook], because it reaches out to people, facilitates the formation of mutually beneficial relationships between the students and their communities, which is very central to intercultural education. (FBS, Item 3) 
Further, through the Fieldbook, staff have the opportunity to read a student’s interpretations of local culture, and as the Rodriguezes, directors of Pitzer’s Venezuela program, underscored, those interpretations “frequently vary drastically from our own,” and make us aware of the role of our individual backgrounds and contexts in determining what we see in a new culture (FBS, Item 3). 
Writing that is captured in the Fieldbook, therefore, might be said to function as a two-sided mirror reflecting for both the student and teacher changes in awareness of culture—their own and the other’s. As Claudio Feboli admitted, “it is more difficult to be objective and critical towards one’s own culture than towards another,” but the dialogue the Fieldbook establishes between writer and reader raises the self-conscious-ness of both parties. Francis summarizes nicely the knotty process of learning about culture through immersion experiences and the role of the Fieldbook: 
Working with the Fieldbook reinforced my belief that it is extraordinary difficult to immerse oneself in another culture. The entries were written proof that cultural immersion is messy, complicated, tiresome, frustrating, joyous, illuminating and life changing. And it is almost always very, very hard. (FBS, Item 3) 
Challenges and Issues in the Practice of the Fieldbook 
We have seen the value of the Fieldbook as a tool that students and educators have used to further learning, especially in reference to intercultural education. But, in part precisely because cultural immersion is “very hard” and complex, it should not be surprising that in applying the Fieldbook as a pedagogical device, a range of issues and problems have been encountered along the way. A significant part of the Fieldbook’s development, in fact, has had to do with addressing weaknesses, perceived and real, in order to strengthen the technique. In some cases, the adjustments we made produced the desired outcomes, but in other instances, problems remained persistent or new challenges emerged. Included in the latter category are matters related to: (1) the comparative effectiveness of the different assignments; (2) grading and evaluation; (3) student writing skills; (4) cultural appropriateness; and (5) student-centeredness and empowerment in the development/execution of assignments. Each issue may be treated with some independence, but it is important to keep in mind that they are nevertheless interconnected. The remainder of the paper will examine and discuss these aspects of the Fieldbook experience. 
(1) Feedback on the Comparative Effectiveness of Assignments 
As we have seen, the multiple writing styles that the Fieldbook utilizes have several heuristic purposes. These include helping students to sharpen their observational skills through descriptive writing, their analytical and critical thinking skills through expository writing, their abilities to relate events in a narrative mode, and their use of creative thinking (possibly expressed through writing, but other means are possible) and expression through the DYO assignments. In theory, this mix would seem to correspond well with the learning opportunities most students encounter in cultural immersion programs. Further, it seemed to allow for a combination of academic and non-academic writing, which we thought would support different cognitive and affective kinds of learning. If we had had to guess, we would have predicted that some of the assignments, notably the Stories and DYOs, would have been more popular than others across the board with students (and for different reasons, with staff). And we would have been wrong. 
Unquestionably the single most successful assignment from the staff’s point of view has been the Focus Questions. For every program, these questions seem to be “the hub of the Fieldbook,” helping students “to interrogate” areas of their experience that they might not normally plumb, or at least not to the extent that the assignment requires (FBS, Item 8). In the Parma program, Focus Questions, which nowadays are called “thesis driven essays,” are seen as more integrative of what is being learned because they ask students to connect their experiences to a cultural context with its own history and traditions. Students put more effort into responding to this part of the Fieldbook and staff sees a better overall result in quality, although one person thought this might be the case because students are more familiar with expository writing (FBS, Item 8). 
And if students invest the most time answering Focus Questions, staff likewise spend the most time developing them to maximize student learning synergistically throughout the various components of the program (e.g., home stays, language study, etc.). According to Dengu-Zvobgo this is time consuming because questions need to be structured in “such a way that the students are ready to tackle subjects as they come.” 
Problem areas for the Focus Questions are twofold. Although they are intended to be holistic in drawing information from multiple sources, they have worked less well in getting students to incorporate ideas from readings and lectures. Staff members from several countries noted this as a weakness. “I never felt that the Fieldbook was effective in assessing how much reading students had done for the core course,” wrote one staff member (FBS, Item 1). The compilation of program readers in the late 1990’s was an attempt to remedy the problem, but it has not been entirely successful. The same staff member speculated that a reason for the lack of attention to readings, however, might have been an emphasis placed on “including information from interviews (or informal conversations)” (FBS, Item 1). Given the cultural immersion goal of the programs, the added focus on “field data” is probably to be expected. 
A second concern with the Focus Questions deals with the development of the questions themselves. The devising of questions is essentially a teacher-driven process and, as such, reflects a fairly traditional educational approach. We will discuss this in greater detail below in addressing the Fieldbook’s student-centeredness or lack thereof. For now it should be said that a number of those who have used the Fieldbook have thought that Focus Questions, in particular, should be regularly returned to student interests/needs and that giving students a more direct role in posing at least some of the questions would enhance learning: 
Students have voiced the need to have a design-your-own kind of option within the Focus Questions section that will allow them to write something they really like and central to their very individual experience. This semester one of the students had wanted to write on parenting in Botswana7 for instance, because of how that played out in her Gaborone homestay. (FBS, Item 8) 
There is less of a consensus about the comparative effectiveness of Letters Home and Stories. Although more readers enjoyed the Stories per se, most reported the form to be the one that students found difficult to grasp, often getting caught up in their own narratives and missing the cultural forest for the creative trees. For example, Claudio Feboli commented that students at times get so involved in spinning an interesting tale that they forget to relate to anything about Italian culture! 
Some program staff tackled the problem of making Stories more effective by creating guidelines and workshops to help with story writing. 
This was done in Venezuela, but without ultimate success, leading to the virtual abandonment of the assignment. Other sites, however, have maintained, if not altered, the assignment. In Nepal, to get around the objections about academic versus creative writing and to keep the focus of the assignment more clearly on uncovering culture, Stories are handled as critical cross-cultural incidents that students must relate and explicate. There the form has become quite popular. 
In contrast with Stories, Letters Home are not difficult for students to grasp as a form and to find value in. Indeed, a few staff members felt that the letters were nearly as critical as the Focus Questions, giving chronological structure to the program, as they are sequenced at the beginning middle and end, and revealing personal and intellectual change on the part of the writer and his/her perceptions. Compared to the Stories and Focus Questions, another staff member thought the Letters Home, though descriptive and interesting, were not as intellectually challenging as Stories and Focus Questions. Dengu-Zvobgo’s view differed, however. She sees an affective value to the assignment and noted the letters are welcomed by those who receive them, especially parents, from whom she has received compliments on the assignment: 
[The] letter tends to explore emotions and growth in a way that the other components do not get to. It is possible for Stories and even the Focus Questions to be heady and ‘academic’ but the letter tends to be holistic and pedestrian in a positive sense. (FBS, Item 8) 
Of all the Fieldbook sections, the Design Your Own (DYO) feature was least effective in staff eyes as a tool for encouraging student learning or evaluating it. “I have found the DYO section to be the least meaningful or integrated component of the Fieldbook,” commented Bourgeois Asan. “Students tend to just see this as something that needs to get done, a piece of fluff” (FBS, Item 8). 
Yet others, while not singling out the DYO as one of the more successful Fieldbook elements, choose to take a more holistic view. Jessica Samuelson, a former student and program assistant in Parma, wrote: 
For me the most successful elements of the Fieldbook are the ones that allow students to push their thinking. This can be true for all aspects of the Fieldbook, although it depends on the student. Having a variety of styles of assignments is essential to touch all of the different students’ abilities. (FBS, Item 8) 
Chidzodzo, in Zimbabwe, shared the sentiment, arguing that each assignment contributed different things to the Fieldbook’s tool bag, while giving the students greater leeway in how they elect to address different issues (FBS, Item 8). For similar reasons, Dengu-Zvobgo also regards DYOs as important to the Fieldbook: 
Here students have a chance to pursue a subject of choice and these are often excellent. One student this semester has done a booklet in Setswana, with pictures that are of Botswana. This is an assignment that ends up as social responsibility. The student saw that the primary booklets had pictures of people who did not look like the readers and decided, in a small way, to address this need. (FBS, Item 8) 
(2) Grading and Evaluation 
To say that there was often tension between staff and students around the assignment of grades is to put it mildly. The Fieldbook was developed primarily as an evaluation tool, designed to assess the educational activities of study abroad programs that were experiential in nature and not easily measured by traditional methods of academic evaluation. In some programs the Fieldbook represented nearly 50% of a student’s final grade for the core course, an obvious sign that the program considered it serious business. Students responded, not surprisingly, by scrutinizing and questioning the criteria used to assess the assignments. They recognized, perhaps from the beginning and certainly before many of us did, that the Fieldbook was “high stakes” writing, to use writing guru Peter Elbow’s (2000) term. 
Students saw as well that the Fieldbook was aimed at getting them to think about experiences, thoughts and feelings that were ordinarily not part of the academic venture. For some, both students and staff, this blurred the boundary between what they had regarded as private and public domains of education and made the matter of evaluation and grading, which can be problematic even in the seemingly less ambiguous light of conventional courses, more complex. The “personal” nature of Fieldbook writing figured in many disagreements that staff had with students about grades for particular assignments, especially in its earlier iterations. Eowyn Greeno mentioned her work with students on the Zimbabwe program in this context: 
I feel the Fieldbook is an excellent assessment tool but I do know some students felt it was a little too ‘personal’ to be the basis for an entire [sic] course grade … Since much of the writing is based on personal experience and opinion (which is of course the beauty of the Fieldbook) there is a lot of difficulty in giving grades … there is no such thing as a completely objective grade, but I had too many ‘discussions’ with students about individual assignment grades to leave this comment out. (FBS, Item 5) 
However, as the technique has evolved, we have worked out clearer learning objectives for each dimension of the Fieldbook and guidelines for assessing them. The result has been a reduction in the number of objections, and less frequent and strenuous challenges to its legitimacy as an evaluation instrument. Indeed, it is noteworthy that only a few of the staff, in responding to the survey, cited grading as a major or continuing problem in using the Fieldbook. Where grading questions do occur, however, and where they have spilled over to become more serious disputes that have required the adjudication of the Pitzer External Studies Office, other issues are likely to be involved. We discuss two such issues below, namely, disparities in student writing skills and problems in responding to inappropriate cultural behavior when it appears in Fieldbook assignments. 
(3) Student Writing Skills 
Study abroad programs, like colleges and universities in general, attract students with varying academic skills and intellectual capacities. It may also be said that in most cases students who are better prepared in traditional academic skills, like certain types of writing and thinking, have a greater chance of earning better grades than those who are less well prepared. That said, it is evident to many that neither strong writing skills nor the grades they may earn are indications necessarily that one student has learned more from an assignment than another whose skills are weaker and who might have received a lower grade than their colleague. The problem here is one that is endemic to evaluation and grading in the broader sense: do we use feedback and grades formatively to induce learning, or summatively to judge it as a finished product? 
Some of those who have worked with the Fieldbook regard evaluation more in the summative fashion and believe an advantage is given to students who are already good writers and clear thinkers. In Venezuela, Karen and Eduardo Rodriguez observed that the Fieldbook works “for the good writers. For weaker writers, it’s not perfect”: 
You either have to stretch and interpret for them what you think they were saying, or you penalize them for poor writing when in fact they may be better ‘immersers.’ The Fieldbook also works well for those who want to think reflexively and process via writing. For those who just want to throw out the answer and not really engage, it is still easy to write a ‘good’ Fieldbook that has little meaning. It seems fairly easy for students to guess what we hope to hear, so the challenge has to come more from a desire to dig deep into themselves. Not everyone wants to do that. (FBS, Item 4) 
Similarly, Francis sees the differences in writing ability as the “primary drawback to the Fieldbook” because: 
Not all students are great writers and therefore may have difficulty documenting and expressing in writing all that they have truly learned. A student who received consistently 19 out of 20 points on their Fieldbook entries did not necessarily learn or gain more from the experience than a student who received 14 out of 20. (FBS, Item 4, emphasis in the original) 
It would seem that there are at least two questions being raised here: first, is the Fieldbook concerned more with measuring effective writing and thinking than with what is being learned through the experience; and, second, is there a way to eliminate some of the bias that may be diminishing the grades of poorer writers and allowing better writers to succeed glibly? 
The first question is easier to address, inasmuch as educational goals for the Fieldbook clearly seek to promote critical thinking and writing skills and other sorts of skills and knowledge related to intercultural understanding. More difficult to get at is how (or whether) grading criteria should be rebalanced to assure that more learning takes place and is graded appropriately and in a more formative manner. Here, issues of staff training, the mix of low-stake and high-stake assignments, and the institutional needs of sending schools are all factors to be considered. 
Finally, it is important to remember that writing ability is an issue for the Fieldbook quite apart from questions of grading and evaluation. Whatever approach is employed to assess and support students, some will come to the program with stronger skills than others (especially including those who have writing-related learning disabilities). For staff, this has meant finding ways to offer help to those who need it, and recognizing that those students have added pressure to keep up with Fieldbook assignments and other program work. Lisa Ferrante-Perrone, the coordinator of the Pitzer in Italy’s Modena site, describes such a situation: 
I … recall one student whose weak writing skills hindered her in her Fieldbook assignments. I worked with her along with the program director, and we encouraged her to rework her assignments and to submit them a second time for evaluation. This meant that she often had a backup entry to complete along with the one that was due the following week, which was a bit stressful for her at times, I believe. The Fieldbook can be intimidating for students who aren’t very comfortable with their writing skills (though it can improve their skills, as well). (FBS, Item 5) 
Ferrante-Perrone’s last point is, of course, most critical, and represents one of the real measures of the Fieldbook’s success with respect to fostering more effective written expression. 
(4) Cultural Sensitivity and the Fieldbook 
Without a doubt, one of the most complicated issues that the Fieldbook presents to us as educators is whether, when, how and where to respond to instances of student ethnocentrisms. The different and often conflicting values among students and staff about what is and isn’t sensitive, true, fair, and proper are informed by culture, age, education, religion, gender, politics, class, nationality, race, and probably many more factors as well. For example, a staff member from the host culture might be offended by a style of communication that he deemed too informal, but that a staff member from the US understood differently. Or, it is likely that in their initial experience with Fieldbook entries, host culture representatives may find student observations or remarks about the culture to be upsetting. Franca Feboli in Italy explains: 
I felt sometimes, especially at the beginning, hurt by what my students were writing about MY culture but then I started thinking that this was also helping me to see my own country and culture through different eyes. (FBS, Item 3) 
Dengu-Zvobgo in Zimbabwe recalled often wanting to take issue with student observations, and the Rodriguezes of the Venezuela program, who are from the US and Mexico respectively, found themselves at times taking umbrage at comments that seemed to implicate Latin America in a negative fashion. 
More seriously, some students revealed viewpoints, unsubstantiated by evidence, which struck staff readers as egregiously ethnocentric and at odds with the educational goals of the program. This was problematic because the development of intercultural understanding and the ability to function sensitively within other cultures are explicit goals of Pitzer programs and underlying objectives for the study abroad experience in general. In terms of the particular goals of the Fieldbook, developing intercultural skills and knowledge is supported in a number of ways through assignments designed to help students cultivate their abilities to make “nonjudgmental observations” about the host culture as they seek affectively and cognitively to appreciate points of view different from their own. 
Here, two examples, both from Zimbabwe/Botswana, may serve to illustrate. The first deals with a student story written in Botswana that contained a good deal of raw and sexually explicit language that the program staff members found personally and culturally offensive. The student was asked to “sanitize” the story and complied, but for the staff it remained problematic and raised the larger question of whether in all elements of the Fieldbook students shouldn’t be asked to observe or at least be sensitive to local values and mores. In the aspects of the Fieldbook that allow for more creative expression, the addition of hard and fast rules to govern language and modes of expression might prove stifling and create greater tension over assignments. On the other hand, as a principal goal of the program is to develop the student’s sense of cultural awareness and understanding, not offering guidance or feedback at times when student’s behavior (including their language use) is inappropriate would be irresponsible on the part of staff. 
The second example of cultural conflict over a Fieldbook assignment is related by Greeno from the Zimbabwe program, about a Focus Question dealing with the impact of economic development and globalization on rural Zimbabwean communities and their members. Another staff member, Sondy Yodelman, initially graded the question: 
On the awful end, one focus question stands out [for its] very ethnocentric tones … The student wrote a response based almost completely on his own opinion about Zimbabwean society that lacked any evidence of sensitivity to local culture or development realities. Sondy was so offended … that she asked both Kebokile and me to read the essay to gauge our responses. We all agreed the student should receive a low mark according to our grading criteria because we felt he had not fully examined the issue nor had he included any information from interviews, etc. However, we all also very clearly and personally disagreed with the student’s opinions. Sondy returned the essay (along with a very well thought out response and questions for further thought) with a lower than normal mark. The student was furious at receiving a low mark and insisted that Sondy was simply punishing him for having a different point of view than her own. This did provide us with an opportunity to try and address some of the misguided conclusions we felt he was making about the local situation but I would have to say the overall outcome of this type of scenario (and I can’t say this was completely an isolated incident) was negative as it led to a ‘me vs. them’ feeling regarding the program staff on this student’s part. (FBS, Item 5) 
While the student’s failure to comply with the basic requirements of the assignment make the response of staff members simple to justify, that they took extra pain and care to separate the reasons for the lower grade from the disagreement over the student’s opinions, reveals the tension which exists when we must sort through judgments (our own and others) about reality. The desire to want to minimize this tension and keep it from spilling over into “us and them” divisions is understandable, but should not be allowed to obviate (and in this case it did not) the responsibility to challenge the ethnocentrism and misjudgments of our students and our colleagues. Helping the staff members, especially younger ones, to become comfortable in this role is indispensable to the success of a teaching tool like the Fieldbook. 
(5) Student Centeredness and Empowerment inthe Fieldbook 
In its design, the Fieldbook was conceived as a learning and evaluative technique that could respond to the educational needs of students on experiential-based study abroad programs. Compared to traditional study abroad, these “field” programs were and are more focused on the student-driven learning. They are informed, in Pitzer’s case at least, by principles of constructivist teaching and cooperative learning, and they intentionally try to move away from teacher-centered models of instruction. The structure of Fieldbook assignments, the variety of writing styles it employs, the emphasis that it places on the student as a gatherer and producer of knowledge, all speak to some degree of it being student-centered. 
And yet compared to other pedagogical approaches, especially those popularized under the banner of Paolo Freire (1970) and others, the Fieldbook remains somewhat detached from the student. Assignments are designed and scheduled by staff, and even though a great effort is made to assure that the questions posed will be relevant to the student’s experience, the fact that students are not participating in shaping at least some of those questions may be reducing the ultimate effectiveness of the Fieldbook. Staff members from several programs, including Botswana, Zimbabwe, Venezuela, and Turkey, have indicated a desire to “empower” students more fully to author Fieldbook assignments. The staff in Turkey, as we have pointed out, is considering allowing students to undertake mini research projects in lieu of DYO assignments. From Botswana the suggestion was made to allow students to have a design-your-own component for the Focus Questions. Dengu-Zvobgo, however, takes a slightly different take: 
I would like to see students being more involved in deciding one or two 
of the Focus Questions as a group, not individually. This is empowering and would expand the FB and indicate that we indeed believe that 
the students are capable of making this contribution. (FBS, Item 8) 
By working with the student group, field staff would be able to engage in the dialogic process that Freire (1970), Ira Schor (1992) and others see as essential to empowerment learning. Such thinking, translated more broadly to all aspects of the Fieldbook, will help to assure its continued development and refinement as a learning tool for both students and teachers. 
Conclusion 
If study abroad education is intended to promote learning about culture, then our effort must be to understand better what resources and strategies we as educators need to develop and deploy for students to be successful in that learning. Applied research on pedagogy and other aspects of the study abroad experience can contribute in critical ways to improving such understanding. Case studies of different pedagogies and approaches can enrich our understanding of what constitute best practices and suggest new directions for the future. 
This case study of the Pitzer College Fieldbook, though only one small example of this kind of applied research, opens a window into the process of creating and adapting study abroad pedagogy that responds to the learning needs of students. Students and staff alike have found the Fieldbook to be a very useful educational too, albeit one that requires continual refinement. 
We believe the Fieldbook’s utility may extend beyond the boundaries of study abroad programs. The approach might be adapted for other educational purposes, such as internships and community-based learning programs, which have significant field study elements. In such cases, Fieldbook assignments might be designed to facilitate student learning around issues of social responsibility and engaged citizenship or other educational objectives. 
The subject matter focus and integrative philosophy of the Fieldbook could also accommodate a more comprehensive set of educational purposes, helping students to demonstrate intellectual competencies over and within a range of disciplines and problems. Comparing differences in writing quality and/or student learning among different programs and portfolio approaches would help individuals and institutions to choose pedagogical strategies that best respond to their learning needs and educational goals. It was, in fact, out of just such a situation that the Fieldbook was developed over a decade ago and from which it continues to evolve, shaped by the imagination, needs and collaborative energies of the teachers and students who have used it. 
Notes 
1 Pitzer’s programs tend to emphasize intensive language study, homestays with families, independent study and an interdisciplinary course on aspects of the local, regional and/or national culture. 
2 The survey was sent to twenty current and former staff members, some of whom had been former students. Nineteen people responded. 
3 The Letters Home also provide valuable information on students’ adjustment process and changing perceptions to the Fieldbook reader or program administrator. 
4 East China Normal University in Shanghai. 
5 A response from the reader of this entry in the margin of the Fieldbook notes that the author has this point wrong and that there are common toilets in the dorms; however, the cleanliness by US student standards is not disputed. 
6 Meaning even if they came with no Italian language skills. 
7 In the Fall 2000, owing to deteriorating political and economic conditions in Zimbabwe, Pitzer relocated its program to neighboring Botswana. 
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Field Project #1

Community Orientation Project
Getting Oriented

By Richard Slimbach

When you have submitted to looking about you discreetly and to observing with as little prejudice as possible, then you are in a proper state of mind to walk about…and learn from what you see.

— Philip Glazebrook, Journey to Kars
Upon arrival in a new environment, unpacking and recovering from travel fatigue and jet lag generally occupy the first few days. While you’ll want to get plenty of rest in order to reset your internal clock, try to stay up until 10 p.m. or 11 p.m. local time the night of your arrival. After you get acquainted with your host family, or otherwise find a place to bed down for the night, take a brief walk. This is a way to immediately acclimate yourself, not only to a new time zone, but also to your new surroundings. It helps ease the restlessness often experienced by travelers who try to sleep in an unfamiliar place. Walk around until the streets quiet down, perhaps using these twilight moments to recall the reasons for having left home and to indulge the thrill of actually being there. “Of the gladdest moments in human life,” Sir Richard Burton writes in The Devil Drives, “is the departure upon a distant journey into unknown lands. Shaking off with one mighty effort the fetters of Habit, the leaden weight of Routine, the cloak of many Cares, and the slavery of Home, man feels once more happy. The blood flows with the fast circulation of childhood. Afresh dawns the morn of life.”  

After one or two “normal” night’s sleeps, prepare to begin the process of actually settling in to a strange, new place. The advantage you bring to this undertaking is that you’ve done it before, through the hundreds of other life adjustments within your own homeland. Perhaps your family moved family from the country to the city (or vice versa), or you left home to go away to college. At school or work you may have needed to adjust yourself to those different from you in pace, language, music, and food preferences, or cultural habits. If you’ve ever married, or at least been involved in an intimate relationship, the process of entering into another sensibility and appreciating a different set of values shouldn’t be entirely foreign to you. These adjustment skills are part of what you bring to this novel cultural setting, and they need to be “unpacked” throughout the orientation phase.  

Of course, sojourners tend not to pay much attention to cross-cultural adjustment issues prior to actually confronting them in their new setting. This is especially the case for those who have not traveled before. Like paying for marriage counseling prior to tying the knot, pre-field orientation sessions can provide answers to questions that they’re not asking yet. It’s not until they actually arrive at their destination, and concrete realities begin to hit them, that “getting orientated” takes on a whole new feel of immediacy and relevance. That’s why many education abroad programs arrange for campus or community orientations within the first week after arrival in the host country. On-site orientation is designed not only to provide useful “survival”-type information concerning the immediate locale but also to help ease you psychologically into a strange environment and hopefully minimize any irreparable cultural blunders. The underlying assumption is that if people know some basic facts about their new circumstances, they will feel more positively inclined to adapt themselves to them.  

This chapter offers a basic strategy for getting oriented to your host community, whether as an integral part of on-site training or as a self-directed process carried out independently. It consists of a set of field exercises designed to provide you with a structured way of acquiring basic information from the immediate area surrounding your field residence. Perhaps you have chosen to occupy a room in a college dorm, an apartment or guesthouse, or in a local family’s home. This housing situation can provide you a “base” for going out, collecting information about how the culture works, and then coming back to reflect, relax, and do some writing. After a week or two of systematic orientation, you will be practicing the basic survival arts of meeting people and discovering how they eat, shop, play, and otherwise relate in their social world. 
Wandering Around

Though systematic, this process is far from automatic. Physically “being there” may be the essential first step in getting oriented to the community context, but it doesn’t ensure that you will observe, experience, or learn what you desire. This requires that we take initiative and do so on foot. In his Reflections on Fieldwork in Morocco, Paul Rabinow (1977) found simply wandering about the community in a simple and sequenced manner to be a most effective means of becoming familiar with space that residents occupy. 

In Morocco only several days, and already I was set up in a hotel, an obvious remnant of colonialism, was having my coffee in a garden, and had little to do but start “my” fieldwork.  Actually, it was not exactly clear to me what that meant, except that I supposed I would wander around Sefrou a bit. After all, now that I was in the field, everything was fieldwork. (11)

When you walk, you’re limited neither by time or pace. You can stop at a place, focus attention on a particular person or object, wonder, and ask questions to discover clues of something you desire to know or understand. World-walker Paul Ottteson (1996) attests: 

Walking is a great teacher. Your imagination wanders through the scape as your legs pound out a rhythm. You see detail instead of scenic blur. You meet humans, but not as you rush to find a museum or make a train. You meet them when you’re tired and need some water. You earn an openness that’s inviting. The effort you exert walking drives a place into memory. When you’ve walked it, it’s yours. You’ve “been” there. The walk-story is a journey unto itself that you can recall forever after with gladness, longing, and a humble pride. You own a piece of the world, and ownership gives strength. (35)

Once you are rested, prepare to ride the current of built-up anticipation and fascination regarding your new home: What is the immediate vicinity like? What kinds of people live here? Is the water safe to drink? Where can you buy some milk and cereal? How do you get around without getting lost? Where do locals hang out? These questions, along with many others, can be answered as you learn to observe, interact with, and record the behavior of people who are now your new “neighbors.” Their lived environment includes a colorful array of peoples, movements, objects, sounds, and activities -- many of which are organized through key institutions which serve the local community. Each awaits your discovery, but will require that you exercise the uncommon qualities of curiosity, initiative, flexibility, warmth, and the desire to communicate.  

Numerous methods exist for learning your way around. You may choose to “shadow” or discretely follow a few different people within the community. They might be members of your host family, another foreigner who has earned the status of “accepted outsider” in the community, or one or more local residents who’ve expressed an interest in helping you settle in. Residents have the advantage of an intimate knowledge of cultural habits and taboos, though they may not always be able to clearly explain why those practices and prohibitions exist. For this information, you may need to consult with expatriates or nationals who have made a careful study of the community culture. In any case, avoid those who seem to be unrepresentative or overly critical of the place or people.

The alternative to either recruiting a guide or guiding yourself is simply to ask for assistance from various residents on an as-needed basis. At this beginning point in your cultural exploration, you probably won’t be ready to conduct extensive interviews on special topics with regular informants. Your immediate goal is much more modest: to learn how to meet survival needs in an unfamiliar setting. Expect to encounter most of your cultural helpers “along the way” as you explore a particular environment on foot. Clerks in stores, pedestrians on the street, waitresses in restaurants, local residents waiting at a bus stand – these are your best helpers. Most of these persons will not be experts on every aspect of the local culture, but they will serve as valuable sources of the specific information you need. Perhaps more importantly, they model the kind of socially-appropriate behavior that, if mimicked, can save you from repeated social faux pas and periodic offenses. 

Be sure not to neglect the neighborhood libraries and community centers in your wanderings. In many parts of the world they are valuable sources of information on local history and current events. Especially during your initial orientation phase, librarians can serve as invaluable guides to books, newspapers, newsletters, periodicals, and maps that paint a picture of the place and its people, over time. How have the great events of history affected the local community? How have they generated their own fascinating dramas? What local events, clubs, and societies might welcome you as a temporary guest? 

A final note: As you begin to walk and talk, don’t worry too much about getting lost. Carry the phone number and address of “home” with you, and give someone an estimate of the time when you will return. If you find yourself completely disoriented, get the attention of someone who can assist you. 

What To Bring

· A pocket notebook and pen or pencil

· A paperback language dictionary

· A passport (if you will need to cash travelers checks; otherwise store in a safe place)

· Enough cash or travelers checks to change into local currency (paper money and coins) for making a phone call, using a public toilet, and buying a map, newspaper, and lunch

· Address and phone number of your host home

Procedure

1.
Coordinate with a community “guide” (e.g., a host family member, co-worker at your service site, or culturally-informed friend) to complete at least 10 of the 20 orientation exercises listed below. You may want to schedule certain blocks of time over several days. If you are working as a team, you may wish to pair up with one other person on your team. (Do not complete the exercises as groups of three or more.)  The exercises can then be divided up between three or four team pairs.  

2. Identify the community where you or your team currently resides as the milieu for beginning your orientation exercises. Obtain a map (or have someone make one for you) displaying detail of the streets surrounding your residence.  If the area is limited in the purposes it serves (e.g., as a private residential development) and requires travel to a commercial center some distance away, consider conducting your orientation in a more diverse and interesting part of town. For example, many cities have “epitome districts” -- ceremonial places that express the essence of the larger area. Here you can observe a variety of symbolic activities: parades, folk festivals, religious carnivals, ethnic dining, rallies, and the like. Places where such activities occur represent the focal point, both historically and at present, to those areas surrounding it. They tend to offer a variety of public places—like parks, plazas, a central avenue, or an outdoor market—that reveal much about the city as a whole and give it a heart. 

3.
As you progress through the orientation exercises, collect various field materials (e.g., a local map, currency and coin, menus, agency brochures, bus schedules, etc.) that illustrate aspects of community life and can be studied at later dates.

4. Always carry a hand-held pocket notebook and pen or pencil to jot down key words and phrases from observations and conversations. These notes will serve as aids in recalling and elaborating full detail of the day’s events.  

5. At the end of each day, convert your “jotted” notes into an expanded journal entry, including as much detail as possible for each of the exercises. Label each orientation exercise with the date and topic title (e.g., “local currency”). Then write notes that are both descriptive (answering: What did I see, touch, hear, and smell?) and interpretative (trying to answer: What does it mean to the people?) related to each exercise. Resist the temptation to think that you can simply commit the information from these exercises to memory without recording it. Even if you are able to recall the gist of what you saw or heard, you are not likely to remember important details, much less exact words of community members, for more than a few hours. 

6.
Collect your full-field notes into a final Orientation Report following the outline below.  


Title Page 

(Include project title, student name, course title, # of units, and date)


I.
Introduction: Briefly introduce the reader to the location of your host country and community; how you executed the orientation exercises, when, and with whom. 


II.
Orientation topics: 

· Topic #1: description and interpretation

· Topic #2: description and interpretation

· Topic #3: description and interpretation

· Topic #4: description and interpretation

· Topic #5: description and interpretation

· Topic #6: description and interpretation

· Topic #7: description and interpretation

· Topic #8: description and interpretation

· Topic #9: description and interpretation

· Topic #10: description and interpretation



III. Personal Reflections: Summarize what you learned about community life thus far.  What patterns of culture are emerging?  What questions or curiosities are you left with? What gaps remain in your basic orientation toward this new environment?  What might you do to fill those gaps?  

IV.
Appendices: (1) Map of community, (2) Photos of shops or artifacts in your “orientation” area

Be sure to insert electronic page #s and appropriate sub-headings. Perform a final spell- and grammar-check. Include the Orientation Report with your Family Organization portfolio.

Orientation Exercises

Select 10 to complete.

General directions and impressions
Using a map of your orientation area, find the center point of the locality (suburb, small town, “edge” zone) where you are residing.  Read the names of the north-south streets and the east-west streets.  Is there a consistent naming or numbering scheme?  Record the name of the nearest main intersection.  From your starting point, begin walking in one direction for several blocks, then return.  Do it again, walking in another direction several blocks and then returning to where you started.  Try to get a “feel” for the immediate vicinity — the movements of people, the sounds and smells, and the types of buildings.  Record your general impressions.  Try to identify key landmarks and institutions (banks, factories, hospitals, schools, markets, department stores) serving the local area.  Record several of these.

Local currency
Locate a bank or legal money changing office.  Record the current exchange rate.  Change your desired amount of money.  While still in the office, take a few minutes to study the notes and coins.  What different denominations are in circulation?  What symbols are represented on the various bills and coins?  Ask a clerk or customer to explain the meaning of the symbols.  Record the denomination, symbols, and meanings.

Personal safety
Locate one or two informed persons (e.g., a hotel manager, a tourist advisor, a police official) to question regarding personal safety: How should you best guard against pickpockets and bag snatchers?  What should you carry or not carry on you?  What streets or city sections should be avoided?  What special precautions should be taken by a woman walking alone or in a small group?  Are there certain times of the day when it is unsafe to move about?  Record their responses. 

Public communications
(a) Locate the public telephone nearest to your residence.  Observe someone making a local call and record the procedure.  Is the phone operated by coin, token, or phone card?  If by token or phone card, find out where you may purchase it.  Then learn how to make a long-distance call to your family.  (b) Locate a post office.  Ask the clerk to show you the various postage stamp denominations.  Find out and record the costs of mailing postcards, letters, and packages home.  Does the post office handle telegraphs, too?  (c) Finally, locate a store where fax and e-mail services are available.  Record the store name and phone number, along with the prices of these services.

Food services
(a) Notice the kinds of places where local residents buy grocery items.  Is there a local bazaar with assorted stalls?  A municipal (often open-air) market?  Small neighborhood general stores?  Modern supermarkets?  Talk with a host family member, a neighbor, or a friend about the types of stores that are most popular with different kinds of people.  What differences are there in the varieties and prices of merchandise?  Record what you learn.  (b) Obtain information about 3 different kinds of eateries frequented by locals (not tourists), ranging from a street stall to a full-service restaurant.  Find out the times they open and close.  Walk into each eatery.  While in the stores, examine their respective menus and their bathrooms.  (If one is available, ask for a take-home menu.)  Record the names of 5 similar drink and food items from each store and compare their prices.  Observe the customers in each place.  What can you infer from their dress, behavior (verbal and non-verbal), and grooming habits?  Record how particular restaurants seem to cater to different customers. (c) Select one of the surveyed restaurants to take a lunch break.  Study the menu.  Consult the waitress or waiter and your dictionary in deciding what to order.  Relax and enjoy your meal.

Local history
(a) While enjoying a meal in the restaurant (above), try to identify a bilingual customer or restaurant worker to engage in conversation.  (You may also find this person at an Internet café, market, or bus stand.)  Casually introduce yourself and ask several questions about the area: How long have you lived in [place]?  How has [place] changed since you’ve known it?  What is causing the changes?  What do you like most about living here?  What do you like least?  Record their responses.  (b) Find a bookstore selling English language materials.  Ask the store clerk for help in locating and recommending books describing the city’s local history.  (Also check for language-learning materials, a local newspaper published in English, a detailed city map, a scheduling calendar indicating national holidays, and a durable notebook for journaling.)  Record the title(s) of books on the local history.  Before you leave, purchase an area (city) map, a calendar, and a daily or weekly English-language newspaper.  

Current affairs
Find a relaxed setting (perhaps a park) to spread out the newspaper (above).  Thumb through the various sections of the paper, noting the subjects of various articles.  Select 2-3 articles that investigate matters of local or national concern.  Read the articles.  Then identify an adult in the setting you feel comfortable initiating a conversation with.  Approach this person, introduce yourself as a newcomer, and ask him or her to give you additional information about the subject of one of the articles.  Record the name of the newspaper, the titles of the articles, and a short summary of the issue or event that you read and discussed.  

Famous personalities
Every country or local community has heroes and heroines – prominent contemporary or historical personalities of whom citizens are proud.  Ask one or more adult informants to name at least one person in each of the categories below.  Be sure to ask them to explain why many in the country or community admire them.  Check ( ) whether the person is present-day or historical and record the reason why admired.

	Country or community personality
	Present-day
	Historical
	Why they are admired.

	A Politician
	
	
	

	A Musician
	
	
	

	A Philosopher/Intellectual
	
	
	

	A Writer or Poet
	
	
	

	An Actor or Actress
	
	
	

	A Religious Leader
	
	
	

	An Artist
	
	
	

	An Athlete
	
	
	

	A Businessperson
	
	
	


Health care
(a) Find a local pharmacy or clinic.  Ask the clerk to help you identify both the medicines and home remedies/folk cures for treating headaches, severe sunburn, diarrhea/dehydration, dysentery, hepatitis, malaria, and amoebiasis.  Record the names of each medicine and/or home remedy.  Ask the clerk to give you an idea of the spectrum of public and private healthcare facilities (like dispensaries, clinics, and hospitals) in the area.  Which kinds of illnesses does each diagnose and treat?  Who uses which kind of facility?  Who doesn’t and why?  Record the information.  (b) Select one health care facility to visit.  Ask the receptionist for information on available services (emergency treatments, x-rays, dental, IV infusions, overnight stays), their costs, and accepted forms of payment.  Record the information.  Ask the receptionist or an available nurse to recommend a bilingual doctor accustomed to treating foreigners. Record their name, phone #, pager #, and office hours. If possible, try to meet the doctor and discuss his or her work (specialties), rates, and the most common health problems faced by foreigners. 

Personal hygiene
Continue interviewing with the doctor (above) or locate another person to question regarding personal hygiene.  How safe is the water to drink?  What substitutes for tap water are there?  What precautions should be taken in eating out?  What special procedures are involved in using the local toilets?  How often do the local people bathe?  What constitutes “good grooming” to most people?  Record the information.  

11.
Dress

Find someone of the same gender as yourself to ask questions about dress: Is there a traditional or indigenous style of dress for women and men?  Can you describe it?  When and where is it worn (e.g., for weddings, holidays, religious events)?  What is appropriate dress for a foreigner like you?  Are there some special dress customs you should know about (e.g., taking off shoes in certain places, keeping certain parts of the body covered)?  Record the information.  

12.
Romantic relationships

Romantic relationships can contrast sharply from one culture to another.  Many foreigners can either find themselves the object of someone else’s interest or unwittingly communicate interest in another person, who then responds.  Pose the following questions with a same-gender informant who knows the culture well and with whom you share good rapport: (a) What are the rules for “romantic” relationships in this country?  Is it appropriate for husbands and wives to touch, embrace, or kiss in public?  How does a man show he is interested in a woman (or another man)?  How does a woman show she is interested in a man (or another woman)?  How should a woman show she is not interested in a man who is interested in her?  (b) How do you know when a relationship is becoming something more than just a friendship?  What are some common signs that the other person is taking the relationship much more seriously?  Do unmarried women and men date?  If so, do they date in groups?  Do they need a chaperone?  In what types of social activities do young women and men participate together?  What is the norm regarding touching and kissing in public?  Is premarital sex tolerated?  What do men/women do to signal that they want to pull back or cool down the relationship?  Record the information.  

13.
Social etiquette

Find out what is customary behavior in the following areas: (a) In a restaurant, how do you politely attract the attention of a waiter?  If a social or business event is scheduled to begin at 11 a.m., when should you arrive?  Can an invitation be refused without causing offense?  When invited to a home or office, what are some routine courtesies you should observe?  Are you expected to eat all foods and to drink the local beverages?  What is the appropriate response when an unknown person (e.g., a beggar) asks for money, food, or help?  (b) When are you expected to bring a gift?  What kinds of gifts for what occasions?  Are any gift items considered taboo?  When gifts are exchanged, is it impolite to open the gift in the presence of the giver?  (c) How do people greet and take leave of each other?  What words and gestures are used?  Are there differences based on age, gender, or social status?  When entering a room, does one greet everyone, only fe/males, no one, or only the first person that greets you?  (d) Are there special ways of showing respect to certain persons (e.g., bowing, lowering head, or standing)?  Are there customs affecting the way one sits or where one sits?  (e) Are there particular facial expressions or gestures that are considered rude?  What are considered “personal” questions?  Record the information.  

14.
Public transportation
(a) What modes of public transportation are evident on the streets (e.g., bicycle, bus, donkey cart, rickshaw, motorbike, private automobile, taxi, etc.)?  Record the names locals use to refer to them. (b) Identify the bus stand nearest to your residence.  How is it marked?  Inquire of someone waiting for a bus: Where are the buses going?  How are the buses marked?  Where can you catch a bus to [a destination of interest to you]?  How much is the fare?  Do you pay the driver, a bus runner, or place money into a box?  Does the bus require exact change?  Record the information.  (c) Take a taxi with a host family member or experienced friend to the central market or local shopping area.  How do you signal for a cruising taxi to stop?  Once stopped, how do you know how much the fare will be?  Is it negotiated or clearly indicated on a meter?  Where should riders sit?  Are there any restrictions on the number of passengers allowed?  Do drivers typically engage the riders in conversation?  Record the information. 

15.
Shopping
(a) Once you arrive at the shopping district (above), take time to stroll through a number of stores.  Notice the different types of merchandise sold in each store.  Are there a wide variety of goods (as in a department store), or are they limited to a particular type (as in individual stalls or stores within a central market or mall)?  What items interest you?  What are they called in the local language?  Are they locally produced or imported?  How much is the asking price?  Record the names and prices of 4-5 items.  (b) Stand back and observe the way customers behave.  Do they touch merchandise for sale?  Do they wait in line, call for a salesperson, or wait until a clerk approaches them?  Do they bargain with the shopkeepers?  How?  Is it expected that an item bargained for will be bought?  Do they appear in a hurry to buy what they need and leave, or do they linger to chat?  (c) Select several small items for purchase, bargaining a bit if you feel comfortable doing so.  Before you leave, ask the shopkeeper a few questions: Is the shop family-owned?  What types of people frequent these markets and shops?  Record the information.  

16.
Gathering places
(a) As you continue to tour the locality block by block, notice the different places where people gather — in parks, plazas, bars, night clubs, bus stops, religious centers, outdoor markets, corner stores, and the like.  Record the names and locations of 3-4 of these places.  (b) Select a particularly interesting site to spend some time looking and listening.  After strolling through the area, find a spot to sit down and closely observe the environment.  Begin by drawing a simple map of the setting — showing streets, alleys, buildings, statues, benches, fences, etc.  Then do some focused “people watching” to answer the following questions: What different kinds of people are there?  (Try to put them in categories — by age, appearance, and activities.)  How are the adult women dressed?  The adult men?  Why are people passing through the area?  How do people greet each other?  How do they leave one another?  What kinds of behaviors are different from what you would see in a similar setting back home?  Record the information in as much detail as you can.  

17.
Leisure and recreation
As you relax in the park or other public setting, initiate a conversation with a stranger seated nearby.  Introduce yourself and request assistance in helping you understand something of the national culture.  (a) Using your calendar, begin by asking: What are the most important holidays in the host country?  When are they?  How is each observed?  Record 4-5 holiday names, their dates, and how they are observed.  (b) Continue questioning on the favorite leisure and recreational activities of adults.  What are some favored ways for adults to spend leisure time?  (Probe for favorite sporting events, frequency of video and television viewing, the most popular TV shows and movies, the kinds of people who join gymnasiums and health clubs, general attitudes toward drinking and gambling.)  Record the information shared with you.  (c) Look for posters or flyers on building walls and bulletin boards advertising fine arts performances (e.g., play productions, dances or musicals, poetry recitals, art exhibits) or other public events.  Record the names of the events, their dates/times, and places.  

18.
Children’s schooling
[This exercise is designed for parents needing to place school-age children in an area school.]  Locate a school—either private or public—in your orientation area.  Request to speak with the principal/director (if possible) or any available teacher.  Explain your purpose and request permission to ask several questions.  Record information on the following 4 topics.  Structure of school system: What are the major divisions of the education system?  How many grades are in each division?  How many years are compulsory?  Is the school system modeled after that of another country?  Types of schools: What different types of schools are there? [Probe for public vs. private, religious, vocational, special language, military, etc.]  Which of those schools are at a reasonable distance from your residence?  Curriculum: What grades are taught in this school?  What are the student-teacher ratios?  What language(s) are used for instruction?  Does the curriculum include religious instruction?  What is the relative emphasis of science, social studies, reading/writing, foreign language, art, music, crafts, sports, etc.?  What extra-curricular activities are available?  What teaching methods are used?  Schedule & costs: When do the terms begin and end?  What are the various costs (tuition, uniforms, and miscellaneous fees [types and amounts, including matriculation fee, materials fee, insurance fee, transportation fee])?

19.
Perceptions of foreigners
Sit down over a hot or cold drink and have a candid conversation with an informed host national about local perceptions of foreigners.  (a) You might begin by asking: Is there a large expatriate group in the city?  Do they live in a self-contained “ghetto”?  How are foreigners generally perceived by people in the community?  What do they like most about them?  What are some of the more negative images nationals have of foreigners?  Inquire about any personal experiences they’ve had with foreigners (and especially with persons from your country) that illustrate these positive and negative images.  Record the perceptions with examples of behavior that support them.  
20.
Do’s and don’ts
This final exercise follows naturally from the previous conversation on the attitudes held by community residents toward foreigners.  With the same person, discuss how someone of your nationality, gender, religion, and socioeconomic status can be sensitive to local customs and expectations.  (a) What behaviors (ways of talking, walking, eating, dressing, socializing) would convey respect for different sectors of the local society?  What common courtesies and formalities do local people appreciate?  Which behaviors tend to annoy, confuse, or offend?  (Probe for gestures, language use, dress styles, mannerisms, social interactions, food likes and dislikes.)  Record several insights that can help you adapt to the local culture. (b) In order to guide conversation on a range of do’s and don’ts, ask your helper to comment on how the community would treat the following behaviors if exhibited by a foreigner of your gender and age. 
  Check the most applicable box. 
	
	Customary
	Allowed
	Frowned Upon
	Criminal

	Spitting in public
	
	
	
	

	Whistling in public
	
	
	
	

	Cursing in public
	
	
	
	

	Giving money to beggars
	
	
	
	

	Combing hair in public
	
	
	
	

	Wearing sunglasses indoors in public places
	
	
	
	

	Walking barefoot in public
	
	
	
	

	Laughing aloud in public
	
	
	
	

	Littering
	
	
	
	

	Haggling in the marketplace
	
	
	
	

	Taking photographs of people without their permission
	
	
	
	

	Taking photographs of airports, and train and bus stations
	
	
	
	

	Tipping waiters and waitresses at restaurants and hotels
	
	
	
	

	Making eye contact
	
	
	
	

	Speaking loudly in public
	
	
	
	

	Tipping taxicab drivers
	
	
	
	

	Wearing visible tattoo marks
	
	
	
	

	Men wearing dreadlocks or braided hair
	
	
	
	

	Wearing body piercings
	
	
	
	

	Men walking in public without a shirt
	
	
	
	

	Women smoking in public
	
	
	
	

	Women wearing sleeveless blouses and shorts in public
	
	
	
	

	Women wearing bikinis 
	
	
	
	

	Men and women swimming together in public pools
	
	
	
	

	Young men and women hugging in public
	
	
	
	

	Sitting with legs crossed in the presence of elders
	
	
	
	

	Blowing one’s nose in public
	
	
	
	

	Addressing people by their family name/surname
	
	
	
	

	Removing one’s shoes when entering a private home
	
	
	
	

	Presenting a gift with the left hand
	
	
	
	

	Touching or patting someone’s head/hair
	
	
	
	

	Placing one’s leg(s) on the table or chair
	
	
	
	

	Counting money in someone’s palm
	
	
	
	

	Using a “Walkman” in public places (buses, parks, etc.)
	
	
	
	

	Using “thumbs up” sign to indicate OK
	
	
	
	


Adapted from: Roger Axtell and John Healy. 1993. Do’s and Taboos Around the World: A Guide to International Behavior. New York: John Wiley and Sons.

From Community Orientation to Regional Exploration

The various community orientation exercises have helped you to wander about, interact with residents, and practice being a perceptive observer through the keeping of a personal field journal. Having learned how to get around and communicate in a rudimentary manner, you are ready to explore the boundaries of the region surrounding your host community. Even as individuals cannot be understood apart from the social groups and physical environments that shape them, it is also impossible to understand a single community outside of its larger regional, national, and global contexts.  
Villages and towns are inextricably bound to the land and to the systems of regional urban centers, and vice versa. Mumbai (India) absorbs the topsoil of the surrounding countryside to make bricks, diverts water from neighboring agricultural lands, and provides daily labor for thousands of rural migrants. The cycle and auto rickshaws of Dhaka (Bangladesh) are decorated with colorful country—not city—scenes. This interpenetration of the rural and the urban on a regional or national level is itself mimicked by a “globalization” process whereby the social space of local happenings are linked to and shaped by distant localities and vice versa. In central Los Angeles, young Mexican and Guatemalan children sell flowers or oranges at traffic lights, a Third World niche within a First World city. Barely literate teenagers in village Vietnam sing the same songs, watch the same films, and wear the same clothes as their Chicago counterparts. These images speak of a local reality that can’t be fully comprehended outside of its links to other communities through regional transportation lines, industrial/commercial activities, and various media inputs. 

Your broader orientation task, then, is to appreciate these interrelationships and consequences within the geographical region surrounding your immediate community. To get this broader “lay of the land,” consider devoting several days to threading through various points of your immediate region. This might be done by bike, bus, or train. Collegian Maureen McGranaghan (1999) decided to run her way around the city of Prague during the orientation phase of her summer learning term: 

After arriving and settling in, I adjusted quickly to life in Prague, and I took the initiative to explore my surroundings. As a college runner attempting to keep up my training, I worked out different routes, and while I thought, at first, that all the streets twisted and wound back on themselves in a huge labyrinth, I soon discovered loops and made connections. In fact, my running led me to observe the city closely; even while riding a bus or tram, I was often looking out the window and poring over the map trying to put it all together. (19) 

While the slow motion mode of jogging has definite advantages over mechanized transport, it may be culturally inappropriate in many of our host communities. An alternative is to ride a bike, hop a bus, or board a train. Throughout the world, getting around a given area—be it an urban metropolis or a rural province—is facilitated by a network of bus, truck, and train routes that connect you to suburbs or villages surrounding major cities. Although bus trips are notorious for their lack of comfort and speed, they are unequaled in providing a window into regional life for almost nothing. On a bus you can’t ignore the company of strangers. They are all riding with you — rural migrants, illegal immigrants, underpaid domestic workers, working mothers, and suited businesspersons. Oftentimes in shoulder-to-shoulder proximity you’re challenged to make contact, engage in conversation, and exchange the serene isolation of a private car or motorcycle for a certain public vulnerability. Riding a bus you must rely on another’s timetable, another’s directions, and another’s civility. 

Then there’s the view outward to the city streets, sidewalks, buildings, parks, cafes, and storefronts that bus riding gives you. “Through the window of a coiffure,” Maryada notes during her morning commute into Brussels for language school, “I see a man with shaving cream on his chin and a group of women chatting over coffee on the patio of a café. I watch a youngster buying foot-long sausages in the boucherie and special cheeses from the fromagerie. The doors to the shops with shoes in the window are being opened and a line has already formed in the boulangerie for fresh baked bread or sweet croissants.” 

Instead of merely transporting us from point A to point B, public transport affords us the opportunity to venture into unfamiliar areas and observe community life in its relentless motion. Sojourners like Melissa find the bus to be a “community on wheels” that rarely fails to surprise:

The buses in Oaxaca (Mexico) can be calm when not full, and I can enjoy looking out to the streets, shops, and vendors and watch people in their everyday routines. But around midday the bus becomes a crammed roller coaster barreling down the highways, sliding by other vehicles in near-miss maneuvers, and refusing to slow down for pedestrians crossing the streets. In the morning it’s common for vendors to step aboard and walk up and down the aisles hawking their goods. If we’re lucky an occasional street musician will belt out popular songs to the captive audience, hoping to earn a day’s wage. The bus is my constant reminder that I’m in another country where a different set of rules apply.

The flow of geography and daily business observed through the window of a moving bus or train can also help kindle some of our most introspective reflections. “It isn’t necessarily at home that we best encounter our true selves,” contends Alain de Botton. “The furniture insists that we cannot change because it does not; the domestic setting keeps us tethered to the person we are in ordinary life, but who may not be who we essentially are” (59). Riding public transportation disrupts settled patterns of practice and self-perception, and thus serves as one of the best aids to creative thought. With a little initiative and basic language skills, native riders can be invited to interpret what you see and hear, further enhancing your local knowledge.

Although you may initially wish to make excursions without reference to destination, with each successive trip your ability to connect departure point to destination increases. You begin to perceive the similarities and differences between communities beyond the boundary lines and place names on a map. For months to come, you will draw on these observations and interactions in organizing your intensive study of a selected community and in comparing that community with others in the area. The larger your radius of land exploration, the wider your mental horizon will be.

Begin with short trips out from your departure point. One or two hours of window gazing on a cramped, hot bus may be easy, even fun. Six or eight hours are neither. This type of observation demands a high level of focused concentration as you are forced to contend with congested, uncomfortable seating and relentless social activity. If you are like most, your observations will probably consist of short bursts of attention followed by diversion (inattentive rest). At a point of natural pause, perhaps when the bus stops to pick up more passengers, make notes on some of the features just observed. This is what Michael did on an excursion from a village in Guatemala’s highland to a regional market town.  

It is my second week in Santa Anita and I’ve convinced Santo, the 18-year old uncle of the children of my host family, to accompany me on a journey to the nearby town of Colomba. The gates of Santa Anita open up to a road of stones that wind through a vast landscape of coffee farms. After 25 minutes of waiting, old, yellow, rusty Datsun truck comes rumbling around the bend, filled with people. Santo waves it down and we hop in the back of the truck with about 20 others. 

Ten minutes on the bumpy road and we reach the main highway. As we come over the first hill, two cemeteries appear on either side of the road, and then a small village on the edge of a river. The houses have corrugated walls and roofs, with makeshift doors and old blankets hanging where windowpanes should be. Small children walk aimlessly in front of the houses unattended, only 10 yards away from the highway. Chickens, roosters, ducks, geese, and dogs seem to freely roam the properties. I wonder to myself: How do they know which duck belongs to which family? And are the families aware of how dangerous it is for their children to play so close to a busy highway?

As we draw near to Colomba, we pass a movie rental store with a poster of Eminem’s movie 8 Mile on its exterior. I think: “The influence of Hollywood in the middle of nowhere.” The small ice cream shops that dot the side of the road are interspersed with homemade concrete houses with teenagers sitting out on the front “stoop,” glaring at me as we speed by. As we enter Colombo, the sights and smells of the city begin to saturate my senses. Street kids and old women yelling, hustling, and swindling; old men on benches; infants wrapped in cloth on their mothers’ backs; the smell of urine, fried chicken, carne asada, and car exhaust. I’m officially experiencing sensory overload. The truck stops at a central location where a dozen other pickup trucks are loading passengers. We pay the driver our five Quetzales and begin our exploration.  

If the destination is in an outlying area several hours away, plan to overnight there. Then, when you reach a particular destination, let your own questions, interests, and curiosities lead you. Where is the central business district? What different communities of people—ethnic, religious, or occupational—live here?  What are the dominant industries? How many different neighborhoods seem to make up the larger metropolitan area or zone? Look for opportunities to explore any of these questions with community members. It often happens that locals will approach you, asking who you are, where you’re from, and what you’re doing. Let them know. They may prove eager to discuss some of your interests with you or even to serve as your guide for an hour or two. In any case, the balance of your time can be spent walking the streets, casually conversing with community members, and getting a general feel for the cultural and physical landscape of the locality. 
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Field Project #2

Family Interviews Project
Life Story

By Richard Slimbach

The life of every man is a diary in which he means to write one story, and writes another.

— James Matthew Barrie

This first interview should be treated more like a friendly, yet directed, conversation as you let your mentor “tell their story” in their own terms.  The “life story” is essentially this – a personal account of a person’s life in relation to the social group in which they have grown up.  It presents a person’s subjective evaluations of their life experiences and can yield unexpected insights into how your mentor, as a one-of-a-kind individual, has developed within their social and cultural context.  It provides basic (albeit limited) evidence for what it means to be an individual member of the group of people that has admitted you into their way of life.

Western societies tend to de-emphasize the fact that group experiences profoundly shape one’s beliefs, values, and historical perceptions.  Individuals are regarded as self-authored and autonomous.  How they turn out in life is largely determined by their personal choices and hard work.  While such a notion certainly carries some truth, it tends to obscure the fact that, though we all enter the world without culture, we are immediately pressed into a psycho-cultural mold that profoundly shapes our life choices and chances.  What we regard as our unique “self” is actually constructed out of the interactions between our genetic endowments (nature), the press and pull exerted by our parents and significant others (nurture), and our individual will and creativity (choice) that either submits to or resists that pressure.  

Studying your mentor’s “life story” will enable you to better appreciate this complex interaction between individuality and culture, and how it produces the remarkable variation between members of your host society.  Our natural tendency will be to assume that everyone in your mentor’s society thinks and acts like your mentor.  In reality, there are many subgroups, and many individual variations within those subgroups, which you will eventually want to learn.  Take your time, learn how to learn one person well, and then branch out to others.  Future journeys will give you opportunity to explore your mentor’s group affiliations and perhaps encounter others within their social network.  

Collecting Life Histories

There are numerous approaches to collecting a life history.  Some might enjoy a systematic exploration of their mentor’s “life cycle” — that is, the recall of key experiences and relationships that marked particular “stages” of their life (such as childhood, puberty, adulthood, and old age). This view of life resembles nature with predictable “seasons” that move ahead almost independent of the individual.  Each culture is seen to provide its group members a basic “cultural life plan” that defines the main stages or transitions of life and when they should be made.  Then, within this outline, there are more detailed prescriptions of expected social roles and behaviors for each stage.  Transitions between these stages of life often reveal how a group socializes their young and fits them for adult roles in the society.  

It is understandable, then, that most life histories will be presented in chronological form, reflecting the assumption that most people conceive of their life as a natural chronology of events extending from birth to death (or pre-birth to ancestor hood).  No life history can tell all the events in a person’s life; each of our memories is selective.  If we were preoccupied with retaining consciousness of everything that happened in the past, we’d have no time to go on living today.  So we tend to conceive of our life, not in terms of the accumulation of all events that happened between our birth and death, but of select experiences.  For many, the major life cycle events or transitions, marked by ceremonies of birth, puberty, betrothal, marriage, etc., are the means for socially organizing their life story.  

Western societies tend to conceive of life in a linear fashion, beginning with biological birth and moving forward through various stages to the point of biological death.  Other societies might view the life cycle as spiraling in a circular fashion that passes through birth (as in the Hindu and Buddhist belief in reincarnation), earthly existence, and then into ancestorhood.  For these peoples, biological death doesn’t signal the cessation of life, but rather entrance into a realm of existence in which they are considered sociologically very much alive and active in the community.  The figure below depicts these two views of how life is organized.
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While the life of an individual in any society is framed in terms of discernible stages, the only events actually common to all persons in all cultures are birth and death.  All else is a matter of individual choice and cultural design.  It shouldn’t surprise us, then, to find that some people conceive of and rehearse meaning in life in relation to more individually controlled experiences (like motherhood, professional identity, military service, and religious conversion).  I’ve encountered numerous persons for whom a relatively brief term of service in the armed forces was treated as more significant to their lives than their entire period of childhood.

A person’s social group generally defines the meaning of “life” for them.  Nevertheless, the expectations that guide a person’s life experience are typically revised in the course of living.  Through acts of personal choice, we alter the roles and subtly shift the trajectory of our lives.  We learn to continually adjust our personal behavior to changing conditions imposed by either our physical development or external circumstances.  Many of these adaptations can have profound effects on our lives and relations with others.  One person might recall entering the first grade at school as a pivotal event in their life.  Another might point to the time that they “fell in love” for the first time.  Others may choose to recount critical episodes or misfortunes (like emigration to another country, going away to college, a sudden death, or a failed marriage) that dramatically affected the way they view themselves, their family, their community, and their God.  Each of these life events are individually experienced, but each individual’s subjective experience is likely to resemble, to a great degree, that of others from the same group.  The variation will be in tempo and intensity according to personal differences.  

Journey Description

Each of our lives harbors mysteries.  Our motives and secret ambitions are oftentimes hidden, even from ourselves.  How much more challenging to understand and portray the life of someone (our mentor) who inhabits a cultural context far removed from our own.  While there is no standard method for collecting oral narratives, the procedure below guides you in constructing an accurate, albeit partial, description of key elements in your mentor’s life history.  Expect their story to unfold in relation to key social circumstances—like childhood experiences, family crises, and political events—that shaped it.  

While available time might only allow you one interview, we suggest that you dedicate at least two sessions to collecting your mentor’s life story.  During the interview(s), ask questions that will stimulate your mentor’s reflection and narration.  Then restrict your subsequent interventions to those minimal utterances required to keep the narration going.  Don’t ask for arguments (e.g., “Why did you do that?”), but rather for more narrative detail (e.g., “What happened after that?” or “Can you remember…?”).  A successful interview is one that evokes more detail than your mentor originally intended to give, and allows you to reconstruct the sequence of their life stages and events.  

Even with months of life history interviewing, the accounts we produce will always be partial, always fall short of capturing our friend’s complete sense of self.  Out of all that is shared with us, we will have to choose which experiences, thoughts and feelings will be included in the record, and which will be left out.  To a large extent, we shape the portrait of our mentor’s life that we will narrate to others.  Seek to listen attentively, to focus on details, and to experience your mentor’s emotional responses to the re-telling of life experiences.  Then attempt to record it as sensitively and accurately as possible.  Following this counsel will allow you to not only distill the essence of their life, but to also hold up a mirror to yours.  In the process you will be led to consider your self against the broader backdrop of another’s life, and to perceive the ways that you both, despite your real cultural differences, are profoundly alike.  

Materials & Description

· Hand-held note pad

· Durable field notebook

· Several pieces of loose paper for your mentor to draw a mental map

· Pencil or pen

· Read materials (e.g., articles and/or books) on your mentor’s national or cultural background.  This supplemental study will give you an enhanced framework for asking questions and building a stronger friendship.

Note: Use a digital or tape recorder only with the expressed permission of your mentor. Some persons might constrained by its presence until the relationship further matures. Just remember that not using a recorder requires that you take good “jotted” notes and expand them into “full-field” notes immediately following the interview.

General Procedure

1.
Reflect on the kinds of information you seek, and the actual mechanics you will use to record what you hear and see.
2.
Adapt or adopt the questions in the Interview Guide (below).  As this interview is designed to be more of a “friendly conversation,” try to internalize the questions the best you can before the actual interview.  

3.
Conduct the interview(s) in a place where your mentor feels most at ease. Their home may provide an enlarged context for their lives, but sometimes a favorite restaurant or park bench allows them to feel equally “at home.”  Although you will have a list of questions in front of you, treat it flexibly. Allow maximum freedom, within boundaries, for your mentors to take the lead in revealing themselves to you.  Be as non-directive as possible, emphasizing how important it is for them to tell their story in their own way and pace. This will enable you to learn what your mentor regards as important, or at least what he or she thinks is important to tell you.  Then let the interview flow without watching the clock.  The length of the interview will largely depend on the mentor, but expect it to last between 45 minutes to one hour.  Remember, the most important outcome of this initial encounter will be for you and your mentor to become comfortable with and accept each other, and want to meet again.

4.
Immediately following the interview(s), convert your “jotted” notes into “full-field” notes, complete with any verbatim quotes you may have recorded. 

5.
Write up a 3-5 page report based on your “jotted” and “full-field” notes.  This should be a chronologically sequenced narrative of your mentor’s life based on the information gained through your two interviews.  Divide the report into three sections: 

· Description. A narrative synthesis of your mentor’s responses to interview questions, along with any “life line” or “mental map” diagrams. Organize this section using seven sub-heads: pre-birth, biological birth, childhood, adulthood, old age, biological death, and ancestor hood. 

· Interpretation. A record of your ideas, inferences, personal opinions, or emotional reactions related to what you heard from or observed of your mentor during the interviews. (1) What aspects of your mentor’s life do you admire most? (2) How does their story reveal a person that is both unique (like no other) and universal (like all others)? (3) What one or two questions about your mentor’s life story remain uppermost in your mind?

Interview Guide

Invite your mentor to draw a linear or circular “life line” that represents how they understand the succession of their life cycle.  Afterwards, follow a sequence of questions related to each of the stages or “seasons” in that cycle.  Feel free to begin with “childhood,” followed by “biological birth” and “pre-birth,” if it feels more natural.  

Interview #1

Pre-Birth

· Some people believe that they existed previously, that is, in another life?  Do you have any sense of a prior existence?  [If so]  In what form?  [Probe for animal or human.]  Do you have any evidences? 

· In what ways do you sense that your previous life is connected with this life?  

Biological Birth

· How do you explain what some call “the miracle of birth”?  Are the man and the woman alone in producing a child, or do they receive some kind of help – for example, from God or some sort of fertility deity?

· Where were you delivered, for example, at a home or in a hospital?  Who assisted in or observed your birth?  Were other family members delivered at the same place, in the same way?  

Childhood

· In what country and town/city did you grow up?  Could you take a few minutes to draw a map for me of your neighborhood as you remember it?  Include the most important or memorable places (e.g., streets, houses of friends, stores, parks, etc.).  [Allow your mentor 5 to10 minutes to reconstruct their “mental map.”
  [With the drawn map in front of you]  Now, can you take me on a short tour?  Tell me something about the community and the people.  What place is this?  What did you do there?  Who lived where (ethnic, religious, class groups)?

· Tell me about your life as a child.  What are your fondest memories?  What sort of games did you enjoy playing?  What toys or pets did you play with?  What meaning do those experiences have for you now?  

· Who were the most important people in your childhood?  For example, who was primarily responsible for taking care of you as a child – that is, watching you, teaching you, and disciplining you?  

· Did you have any special friends?  What do you remember most about them?  What special meaning do those friends have for you now?  Are you in contact with any of them now?  

· Do you remember any special places of worship (for example, churches, mosques, or temples) in your community?  Did you belong to one of them?  

· What special events did your family observe in your childhood, either at home (e.g., birthdays) or in the community (e.g., parades, religious celebrations)?  Which were especially meaningful to you? 

· Do you remember any favorite proverbs, bedtime stories or songs that you learned as a child?  Were there any stories that older generations would always tell the younger?

· What other, not so happy memories, do you have from your childhood?  What made those events so painful for you?  

Interview #2

Adulthood

· When do you feel your childhood ended?  Did you participate in a special ceremony that signaled you becoming an adult?  

· Do you or your family belong to any clubs or organizations?  Did anyone in your family serve in the military?  Are you or your family a part of any club or community group now?  

· Did you marry?  [If yes]  Was it an arranged marriage?  [If arranged] Did you ever “fall in love”?  How did marriage change your thinking and way of life?  What new responsibilities and obligations did it bring?  What stresses did it produce?  

· What have been some of other life-changing events of your adult life?  [Probe for immigration, motherhood, divorce, death of loved ones, spiritual transformation, learning English, etc.]  How did those experiences affect you, change you?  How did they alter your sense of who you are?  

· Compared to your childhood, how do you see yourself now?  What adjectives would you use to describe yourself as [a mother, a father, a son, a daughter, an employee, etc.]? 

· Did your parents have a dream for the family?  For you?  What are your dreams for your self?  For your family? 

Old Age

· How do you feel about growing older?  What do you look forward to?  What, if anything, do you dread?

· What does “retirement” mean to you?  What do you picture for yourself and family during this period?  

Biological Death

· What kind of funeral ceremonies have you witnessed in your family?  What are the typical arrangements/events that occur when someone dies?  

· Have you thought much about how you would like to die?  Would you prefer your body to be buried in a cemetery, cremated, or left in an open place?  What significance does the burial technique have for you?  

Ancestorhood

· In what ways do your ancestors continue to affect your life and family, even after death?  

Field Project #2

Family Interviews Project
Family Matters

By Richard Slimbach

To those who have lived long together, everything heard and everything seen recalls some pleasure communicated,  some benefit conferred, some petty quarrel or some slight endearment.  Esteem of great powers, or amiable qualities newly discovered may embroider a day or a week, 

but a friendship of twenty years is interwoven with the texture of life.
— Samuel Johnson

In the northern frontier of Kenya, the remote Sambura people continue the semi-nomadic existence of their ancestors, nearly unaffected by the changes introduced by rapid modernization and urbanization.  Sambura warriors still cake their braided hair in ocher and mud, wrap their waists in bright red cloth, and paint their faces with grease.  Progress is regarded with suspicion and outsiders with less than an open welcome.  The family continues to define the essence of Sambura life, with attachments to clan and tribe prevailing over nation and government.  Within the Sambura manyatta, or village, everyone and everything follows rules and roles handed down through generations.  Males pass through three “age sets”—children, warrior and elders—where they learn to herd, to protect the herds against lions and poachers, and later to teach.  Females live through a fairly promiscuous childhood and then are married off with little, if any, say in the selection of their spouse.  Their roles remain servile, restricted to cooking, washing, and childcare.  Here, as in thousands of other societies across Africa and Asia, it is the boys who are accorded special legal privileges, political power, the family name, and inheritance rights.  If divorce occurs, it will most likely be for supposed sterility, since children guarantee perpetuation of the group and a better place in the afterworld.  

For all the strength of their time-honored traditions, the Sambura are positioned at the back of the line in the global race to meet the future.  Elsewhere in the world—especially in modernizing cities—the shape and character of the family is changing rapidly.  In China, market reforms have freed both the traditionally prized men and the traditionally dispensable young women to work outside their provincial farming villages.  While the earnings of these and other migrant women help to relieve economic poverty throughout the world, the family’s traditional role, both in preparing children for adulthood and in caring for elderly family members, is being undermined.  Children are delaying marriage and prolonging adolescence.  When they do marry, couples are having smaller families outside of the traditional three-generation (grandparents, parents and children) household.  

In those traditional households, married children, with their own children, would stay with their parents or build houses nearby.  The husband and the father, as family head, exercised unquestioned power.  The elderly were both cared-for and respected.  Economic interdependence was a binding force that tied family members together.  Today, the global forces of industrialization, urbanization, technological development, and geographic mobility are straining this system.  Together they enable millions of people worldwide to leave the fields for the factories, effectively loosening ties to place, extended family of origin, and traditional occupations.  

But social and economic independence comes with a price.  In the majority of cases the cost has been a sharp decline in the one-on-one time parents give to their children.  This is often because parents must travel long distances to find suitable work.  In the Philippines, for example, roughly 10% of the female population works overseas, mainly as maids in places like Hong Kong and the Middle East.  One unforeseen consequence of these extended separations—oftentimes for years at a time—has been an explosive increase in divorce and of children born out of wedlock that have never known their father. 

In the absence of parents, schools, peers, modern media, and the so-called youth cult move in to fill the vacuum.  Even in village Africa, policy-makers fret about the decline of the extended family and the weakening influence of the old kinship network in socializing children on matters of marriage, fertility, and inheritance.  Global teenagers are increasingly taught about the world, not from their elders, but from Western-oriented popular culture transmitted through movies, television, video games, and music.  Most of it lacks transcendent aspirations and asks for no devotion to family, clan, or supernatural power.

All to say that “family” for a new global generation appears quite different from its predecessor.   It undeniably showcases new-found freedoms, especially for women: to travel away from home, to go to school, to experience new worth, to choose who they will marry, and to not feel completely dependent upon their families.  Theirs is a world of wider horizons and broader options, but of new vulnerabilities as well.  The values of independence, enterprise, and consumption fueling the transformation of the family are so deep and pervasive that the global families of generation next will be pulled between two worlds—the old and the new—for well into the 21st century.  We can expect to see new family structures, and new relationships within them.   

Family Functions

At the core of each family is a nucleus of a man, a woman, and their offspring who live together and share responsibility for sustaining life together. While families are the basic means by which a social group reproduces itself, it also forms the basis for the political stability and economic development of that group.  Every society is held together by mutual bonds of loyalty, extending from the emotional attachment held between family members to the allegiance members might exercise toward their group during times of war.  It’s often said that “blood is thicker than water” – that is, our loyalty to our family (blood) is more durable than our loyalty to friends (water), no matter how we may feel about them.  

The family performs biological, economic, and social functions critical to any healthy society as it responds to that society’s basic concerns:

· Procreation: How will the social group continue?  How will a legal father be established for a woman’s children, and a legal mother for the man’s children?  

· Production: How will the family economically sustain itself?

· Distribution of resources: How will labor, goods, protection, and affection be distributed to support the needs of the family?

· Transmission of goods: How will possessions (e.g., money, buildings, land and personal property) be passed from generation to generation?  

· Social reproduction: How will the young be nurtured and prepared for adult statuses and roles that will come to them as heirs of their parents and kinsmen?

· Social connection: Who will be related to whom?  How will couples be legitimately brought together?
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To fulfill these important social functions, courtship and marriage has emerged as the institutional “doorway” for perpetuating the group and assuming family responsibility for most world societies.  In contrast to the modern notion that marriage should be founded on the experience of “falling in love,” many societies continue to regard it primarily as a business relationship, and obligation between groups.  For the cattle herding Nuer and Maasai people of East Africa, for example, marriage is a means of increasing one’s cattle wealth and having children; romantic love has little to do with it.  If you were to interview a member of the Nuer tribe, you might wish to know what it took to obtain their spouse, what role other family or clan members played, and what the idea of “romance” means to them.  If the husband has realized the ideal of having more than one wife (known as polygyny), you’d want to understand the sexual, cultural, and economic reasons underlying the practice.

In this field project, you will explore these and other aspects of your mentor’s family organization.  In relation to the topic of marriage, for example, you might be interested in obtaining a detailed description of the courtship customs and actual ceremony that surrounded that particular couple’s marriage.  In traditional Chinese society, this would have included a formal betrothal letter, the presentation of wedding gifts, the selecting of an auspicious date for the wedding, the preparation of the bridal bed, the giving of a dowry to the bridegroom’s family, and a ceremony that begins at dawn with the bride taking a bath in water infused with various grapefruits, and ends at nightfall with teasing games in the bridal chamber.  

Perhaps your interest is in customs that arise after a couple is married and children are born: Where will the newly-married couple live [residence]?  Who will exercise formal and practical leadership in the family [authority]?  What are the approved grounds for dissolving the marriage [divorce]?  How are children named [infancy]?  How are they taught to fish and hunt, to read and write, and the difference between right and wrong [socialization]?  What does coming of age involve [adolescence]?  What special rights or responsibilities are accorded to elder members of the family [old age]?  What happens with a dead man’s possessions [inheritance]?  These questions represent perennial concerns of all social groups. The intricate and diverse ways that families in different societies have answered them continues to fascinate and challenge culture learners.

Who Does What?

Your exploration of family relationships will inevitably raise questions related to how labor is divided between members.  In all societies, social positions or statuses are assigned to men and women, as well as to various age groups.  Statuses usually carry names or labels, such as “mother,” “first son” or “youngest daughter” in a home, “student” or “teacher” in a classroom, “boss” or “worker” in the factory, or “minority” or “majority” member in the larger society.  A particular person will undoubtedly occupy multiple statuses at the same time.  You may discover, for example, that your female mentor is a daughter to her parents, a sister to her sisters and brothers, a wife to her husband, a mother to her children, an aunt to her nephews and nieces, a neighbor to those in the locality, a teacher to her students, and a minority group member to those of majority status.  These statuses, however, are not static; they can change over the course of one’s life.  A child becomes a parent, a student becomes a teacher, and singles become husbands and wives, sometimes becoming single again as a result of divorce or death.  It might be interesting to explore what statuses your mentor has gained and lost over their lifetime.

Attached to a particular status is a set of rights and responsibilities (or roles) that the person holding that status is expected to fulfill.  The adolescent Samburan female, for instance, is expected to assist her mother in performing the domestic roles of cooking, washing and caring for the younger children.  If she were to immigrate to the US and eventually marry and have children, she would be expected to adjust her roles considerably.  Like millions of other women in industrial societies, she’d be forced to juggle a wide range of responsibilities demanded by statuses that include homemaking (mother), intellectual training (student), hospitality (neighbor), covert leadership (wife), and working outside the home (employee).  Many western women experience this tension between roles as a double bind: They are expected to combine the highly-valued male goals of academic training and a satisfying career with traditionally female goals that are not highly valued by the society.  The pressure to achieve on both fronts can be overwhelming.

Rules regarding role relationships support a certain division of labor within the family.  Among subsistence farmers, for instance, it is expected that a range of household responsibilities—fishing, farming, weaving clothes, fashioning tools, and building homes—will be performed by both sexes.  In other societies a greater division of labor occurs with work more rigidly defined as “men’s” or “women’s.”  When people successfully perform their specified roles in the group, they are rewarded by having some of their own needs and wants satisfied by the group.  A compliant child, for example, might be rewarded with physical affection, praise, or a special privilege.  Conversely, failure to live up to the group’s expectations can result in sanctions ranging from a reprimanding look, to ridicule, threat, or even physical punishment.   

While there is certainly a range of behavior allowed within a given status, there are certain behaviors that are appropriate and make sense within a host culture’s frame of reference, and others that do not.  In many traditional societies, males and females will be assigned particular roles at birth and adopted without argument.  Certain rights and responsibilities in the household will be accorded to the eldest son, and others to the youngest daughter.  Raised under the influence of more egalitarian, “Virginia Slims” notions of equality, many American learners might find it offensive when they observe a male relating to a female family member as a subordinate, but to a male friend as an equal.  The family members, like the Westerners, are simply following the “rules” their group has passed down to them. 

The potential for conflict between the role expectations of our home and host cultures should cause us to ponder what status and role we as outsiders should assume in relation to nationals.  If our normal status at home is that of student, missionary, relief worker or businessperson, we need to ask how that label will be received in the host society.  What is their image, for example, of a single, young American female living with a local family?  Or of a team of Korean development workers involved in setting up a Korean financed and staffed school or health clinic?  In either case, will the cultural stereotypes help the outsiders to be understood and accepted, or will they hinder those efforts?  

General Procedure

1.
Arrange to interview your cultural mentor at a mutually convenient time. This time request special permission to tape-record the interview.  Explain that by doing so, you’ll be able to give them more focused attention and review what they share with you.  

2.
Prior to the interview, try to read up on family structure and dynamics within your host culture (see recommended titles in syllabus). Let the readings prompt specific questions for your interview and generally sensitize you to the family organization, values, and role relationships of a culture different from your own.
3.  
Consider what aspects of your mentor’s family system you are most interested in, and in what order you’d like to explore them.  
4.
Adapt or adopt the questions in the Interview Guide (below).  Prepare your own interview guide of 7 to 10 questions, with associated “probes,” based on the topic areas and sample questions.  

5.
Conduct the interview with your interview guide in front of you.  Limit the interview to one hour, if possible.  Following the interview, withdraw to a quiet place to re-play the tape recording and review any “jotted notes.” Write “full-field” notes. 

6.
Write a final report from your “jotted” and “full-field” notes.  ​​​Divide the report into two sections: 

· Description. A narrative record of your mentor’s responses to the interview questions related to at least five aspects of their family system, including role relations

· Interpretation. A record of your ideas, inferences, personal opinions, and emotional reactions related to what you heard from or observed of your mentor while interviewing on particular aspects of their family system. (a) What do you find most intriguing about how family life is organized in your mentor’s culture?  (b) To what extent does your mentor’s family mix traditional and modern sex roles?  Do role distinctions appear flexible or rigid?  What role tensions do you discern?  (c) Do the status/role patterns seem to promote cooperation and complementariness or competition, control, or even oppression? (d) In your opinion, what are the positive aspects of clear, even rigid, status and role distinctions in the host culture?  What are the negative aspects of the western ideals of status and role equality in this context?  (e) Apply some of the same questions used to interview your mentor to reflect upon role relationships in your own natural family.  In what ways does your mentor’s family system compare or contrast with your own?  

Interview Guide

Using your mentor’s family tree diagram as a visual, probe at least five of the following aspects of their family system:

1. Marriage. How is a person expected to find a mate?  What kind of person would your family like her/him to marry?  Is there any type of person—for example, of a particular religion, race, economic background, or age—that they would not approve of them marrying?  Under what conditions would your family permit marriage to any of those persons?  How common is sex before marriage?  If an engaged woman becomes pregnant, does the marriage still go forward?  

2. Marriage ceremony. Was your (or relative’s) marriage ceremony elaborate or simple?  How long was it?  What activities made up the ceremony?  Who was involved in the various phases of the ceremony?  Can “common law” partners be regarded as “married” without a formal ceremony?  Under what conditions?  

3. Economic arrangements. Was there money or gifts given to the bride’s family by the groom’s family (called brideprice), or to the groom’s family by the bride’s family (called dowry)?  Who was it given to?  How was the amount determined?  Why was it considered important to give these gifts?  

4. Residence. Who did the couple live with after they got married?  Did they live with or near the husband's parents (patrilocal), with or near the wife's parents (matrilocal), or did they set up their own household (neolocal)?  Were there any other family members that lived with them?  

5. Authority in the family. Who is the primary authority figure in this family?  Who settles any public disputes and makes the “big” decisions?  Who is the most respected and influential person in the household?  

6.
Divorce. In your culture, what are some of the reasons for divorce?  What is the process by which a bad marriage is dissolved?  How do other family members look upon or treat divorced persons?  

7.
Infancy and childhood. When and how are children named?  Are there any ceremonies that recognize their different development stages (e.g., at first step, at first tooth)?  How do adult family members play with the children?  Do children typically perform chores, run errands, or care of younger children?  At what age(s)?  Are there different expectations for children based on their gender and age?

8.
Socialization. How are the children disciplined within families?  What specific techniques are used to guide then in behaving correctly?  Can you explain some of the adult beliefs and standards regarding adolescent sexual behavior?  Describe for me what it means for girls to be “ladylike” and boys to be “manly.”  

9.
Adolescence. Is it common in this culture for adolescents to pass through a “teenager” phase sometime between childhood and adulthood?  What are some favorite adolescent activities and recreations (e.g., dating, loitering, premarital sex relations, dancing)?  What are some typical types of clubs and organizations that they and other young people belong to?  At what point do boys become men and girls become women?  Are there particular ceremonies associated with full manhood or womanhood?

10.
The aged. What activities and tasks occupy elderly persons from day to day?  During family gatherings, is there special etiquette followed in relating to them?  When does “old age” begin in this culture?  Generally speaking, how are the elderly treated? Are they exploited, neglected, obeyed, respected, or what?  How do you personally feel about growing old?  

11.
Inheritance. What happens with a person’s goods (personal property) after their death?  Is it divided equally among the children, or does one (e.g. the eldest son) receive a larger part of the inheritance than his siblings?  
12.
Role relations. What kinds of tasks (roles) are assigned to persons holding different positions (statuses) in this family?  It might help to think of “role” in terms of the theatre, with each family member playing a part in the everyday drama of life.  

· What is expected of you as a [e.g., father, mother, son, daughter, husband, wife, friend]?

· Who in the household is responsible for … 

	· Preparing meals?

· Getting the children ready for school?

· Handling the cash?

· Fetching wood or water?

· Sweeping or washing the floors?

-
Making the beds?

· Tending the garden?

· Settling disputes with other families?

· Making major purchases?
	· Shopping for groceries?

· Disciplining the children?

· Planning family activities?

· Leaving the home for work?

· Doing the laundry?  

· Ironing clothing?

· Changing the baby?

· Doing repairs on the house?

· Decorating the house?


Now probe the deeper meanings underlying these role behaviors.  

· Are there certain tasks considered inappropriate for males or females?  What would be regarded as “women’s work” or “men’s work”?  

· Growing up in your culture, who or what decides how responsibilities are divided up between boys and girls, and between men and women?  [Probe for gender, birth order, and status in the family.]

· Do you regard husband and wife as equals, or is one more dominant than the other? 

· Do you see your family as being different from other families in this neighborhood in the way members relate to each other, and the way work is divided in the household?  [If so] Do these differences affect your family’s relationship with other families?  

· Are men’s and women’s roles changing in your culture?  [If so] What roles are different now from what they were in the past?  What do you think is the cause of these changes?  How do you think these changes will affect future generations?  

Note: If possible, arrange to separately interview your mentor and another adult member of the family (preferably of a different sex) on the meanings imputed to household roles.  You may discover that they perceive these roles quite differently!
Field Project #3

Village Study Project

If I Were to Conduct a Village Study...

By Deep Joshi, PRADAN

http://www.ruralfinance.org/servlet/BinaryDownloaderServlet?filename=1095923814018_If_I_were_to_Conduct_a_Village_Study.pdf
I guess I would begin by locating a village to study, would you not? I would choose a village I knew very little about, so that what I know does not bias my inquiry. Since it is a new place and I have a very poor sense of direction, I would mark it on some kind of a map with respect to places that can serve as reference points. That should help me make inquiries. I would also like to know how far the village is, how one reaches there, what kind of terrain one has to traverse, any landmarks, etc. 


Whenever I go to a new place where people live, I am curious to know how the settlement came about. Often, there is nothing to know, but some places have a history that is worth knowing, especially if people themselves attach some significance to their history. Questions like who lives where and why, who does what and why, who relates with whom and why ... are sometimes connected to the past. In any case, these are some of the questions I would like answered. There are often reasons why people build particular kinds of houses to live in, the location of houses relative to each other and clustering of houses, especially if there are identifiable communities. We know so little about communities, and how they get formed, how they function... 

“Who lives here?” is an obvious question whenever I go to any settlement. How many people? How many families? Are there children here, are there old people ... men, women ... chronically ill, handicapped ... Is it not curious how so many ways there are of looking at people! I would do that if I were conducting a village study ... Why, I am nosy enough to want to find out who is related to whom! I have known villages that descended from a bare five families some three centuries ago and now there are as many hamlets. I would also want to know how families are composed, how many generations stay together, who does what in the family, are there established customs and patterns about these things... 

Landscapes and all they encompass fascinate me. And what meaning bits and parts of a landscape have for different people! A building may be a home, a school, a factory, a jail, a place of worship ... Land, water, trees, forests, pastures, livestock, mines, quarries are all parts of a landscape ... But wait, people’s lives depend on these! So, I would like to know more about these. 

To some land is merely a hunk of earth ... but others may call it farmland, pasture, forest, etc. It may be terraced, bunded ... well looked after or not ... different kinds of soils ... irrigated or not ... eroding or well kept ... near people’s homes or far away. What do people do with different pieces of land, how do they use it, what sense do they make of it, how do they keep it ... I would explore all these facets. And I would inevitably draw inferences and make judgments about how people look after their land and what meaning different pieces of land have for them. I would try to find who owns how much land and where ... who can use which piece of land ... I would also explore what I might do with the land I see. 

Then there is water ... ponds, springs, streams, wells, rivers ... water under ground ... how is it being used? How much is being used? For what purpose? What happens to it through the year? There are trees, some isolated, others in groves; some growing naturally, others planted; some carefully nurtured and others vandalized. There are forests ... mines and quarries ... livestock. I would try to learn about these. 

Whenever I go to a new place, I ask myself, “what if I lived here?” What would my life be like if I lived in this village? Where would I get water to drink, where would I buy provisions from, how would I cook my food, what would I do if I got ill, where would my kids study? I could be a farmer in this village, or a blacksmith, or a potter ... where would I buy the things I would need for my occupation? And if I had to sell some of what I produced or collected ... where would I sell? If I needed to borrow money ... whom would I go to, and what would be the terms? Hey, when do people borrow in my village? And who has borrowed how much, for what purpose, since when? 

What if I was unable to sort out a quarrel with my neighbor ... Funny, is it not, that we take all this for granted ... things seem to happen in life without people having to question “how?”... 

What about the government? Government, after God, seems omnipresent, omnipotent and omniscient in our country. Does my village have anything to do with government? Are there signs and symbols of any relationship? I would want to dig that out. 

Do people in this village ever do things together? And how? ... in a sporadic, happenstance sort of way or more systematically ... by some kind of design or custom? What kind of things? Seems like an obvious question, does it not? After all, “man”, as the saying goes, is a social animal. 

My study would hardly be complete if I do not learn how people make a living. Then again, it is not much use to say, “People do farming”. One person may cultivate his own land, another may rent it out or rent it in ... one person may use hired labor, another may not ... one person may use fertilizers, another may not ... one person may sell a part of his produce, another may not ... different members of the family may do different things ... the outcomes may vary across households ... and so on. And this is just one-way of making a living -- farming. There may be myriad other ways people make a living, and I should want to know about those. Some occupations I know give a steady flow of incomes, others do not ... there are more, or less risks ... some are “regular”, others are sporadic. And what does it all add up to? For example, how much does a farmer spend to earn how much? What do they do with what they produce or earn? 

How do people make do? What if there is not enough to eat? Does that ever happen? To whom does it happen? I should like to know that. What if there is a huge expense, unexpectedly? Does that ever happen? When? And what do people do then? Is life the same through the year, year after year? Are there ups and downs? What do people do when they are “down”? Do they plan ahead for the times when they might be “down”? Is it the same for men, women, the aged, children, and all families? What are people’s fears and anxieties? What are their aspirations and hopes? These are people I am dealing with, not cattle ... human beings like me ... so I would want to know all these things. 

Now, did I ever come here before? Have I ever been to this village before I chose it to “study”? Well, not really ... though whenever I go to a new place -- any place – I always feel I had been there before ... But wait, suppose I had come here some years back ... what might have I seen that would be different? Curious, is it not! Did people live differently? Did they make their living differently? Have families changed? Have things that I see around changed? Do people think about the rest of the world differently now? Has the landscape changed? Has anything happened in the recent past that people talk about? How would things be in future? 

Did I say something about man being a social animal? I guess I did. Well, what I understand by that is that people do not live in isolation like stones ... not even like trees; they deal with each other all the time, in myriad ways. If one sells labor, another buys it ... if one has extra, he may sell or lend to others ... some people come to be regarded as wise, so everyone seems to consult them ... some have lots of money or food ... so people borrow from them ... over time, some of these dealings become “frozen” -- due to habit, convenience or compulsion ... A person may always deal with some people and avoid some others ... does that happen in my village? ... May be not ... And as people deal with each other “as people”, as performers of specific tasks, etc., some become more prominent than others ... And some people like to be prominent and they do things that would make them prominent ... So, what is the worth of my study if I do not decipher all this, the most fascinating of things about people? 

Of course, I do not expect my village to be an isolated enclave ... if it were; I would not be here, would I? And if it is not isolated, whom is it “connected” with? Just as people deal with each other within the village, they perhaps deal with outsiders ... what are these dealings, these connections? ... I would surely want to explore and understand. People buy and sell things, for example; some work for others; some seek others’ advice. Of course, it would not surprise me one bit to find that these connections are not the same for everyone... 

Finally, as a developmentwallah, I would like to know what is happening in my village by way of “development”. I understand government does various things for the development of villages ... is it doing anything in my village? Do people know what is being done? I would like to find out what has been the outcome, and how it has affected people’s lives. I would also want to know what people think about it. Are they themselves doing anything? 

That is all very well! But how do I know people are telling me the truth? I am a stranger here, after all. What if I do not understand what I see? Alas, there are no easy answers to these questions. Perhaps I can ask others around me if I do not understand something ... I could analyze what I have learnt and see if it makes sense ... I could cross-check ... I could try various ways of going about my study so that people in the village open up to me. 

You may well ask, “How would you do all this?” and I have no answer to give you. I think it is just as well that I do not have one answer, for there is no single answer, there is no single method! I know I would travel around the village ... walk, walk, and walk. I would listen and talk to people, as they are, where they are. I would keep my eyes open to see; I would keep my mind open and alert so that I observe what I see; I would turn in my mind what I have observed so that I reflect upon what I observed. I would discuss with my colleagues, others around me ... I would read if I can find something about my village or the region where it is located ... I would share with the inhabitants of the village what I have learnt so that they may educate me further. And in the end, if I have uncovered my own ignorance, may be it has been a worthwhile exercise... 
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� Adapted from: Terry Marshall, The Whole World Guide to Language Learning. Yarmouth, Maine: Intercultural Press, 1989; and Orville Boyd Jenkins, Planning and Evaluating Missionary Language Learning. Limuru, Kenya: Communication Press, 1989.


� From Greg Thomson, "Kick-starting Your Language Learning: Becoming a Basic Speaker Through Fun and Games Inside a Secure Nest." Unpublished manuscript, 1993. 


� Many members of the host society may be reticent or even unable to offer this kind of advice. Try to understand any “do’s and don’ts” within their situational context.  You may be told, “Don’t make eye contact with a Muslim woman unrelated to you.”  But what if you are invited to her husband’s home and, as she serves tea in the drawing room, she looks at you while giving you greeting? As Edward Stewart reminds us, “Behavior is ambiguous: the same action may have different meanings in different situations, so that it is necessary to identify the context of behavior and the contingencies of action before you can be armed with prescriptions for specific acts.” Stewart, American Cultural Patterns: A Cross-Cultural Perspective (Yarmouth, ME: Intercultural Press, 1972), 20-21.


� Adapted from Charles H. Kraft, Anthropology for Christian Witness (Orbis Books, 1996), 217.


�  We assume that groups of people who share similar “locations” in physical and social space will also share roughly similar life experiences which, when interpreted according to their mental maps, will result in a similar set of behaviors and perspectives on the world.
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